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CHAPTER 1
Introduction
The issues of race, class, and culture are central to family literacy programs
(Gadsden, 1996). The literacy training intervention of family literacy programs
motivate non-English families to seek assistance in developing their English language
proficiency thus enabling them to participate effectively in social settings. The unique
cultural values, beliefs, and ideologies that these participants hold frame the ways they
value literacy and understand the processes involved in literacy learning and program
participation. Gadsden argues that family literacy programs must recognize the
differences and commonalities among individuals and families and thus build
activities that meet the needs of the participants. Much of the researchon family
literacy, however, has overlooked the importance of studying the literacy perceptions
and values held by parents of different cultural groups, and/or assessing the
differential impact of family literacy programs on these families. This research study
is an attempt to understand how the issues of ethnicity and cultural backgroundare
linked to participants' involvement and success in a family literacyprogram.
Specifically, this study will focus on identifying the similarities and differences
between Spanish speaking Hispanic and English speaking non-Hispanic participants of
13 Even Start Family literacy programs in Oregon.2
While the size of the non-Hispanic White, African American, and American
Indian populations has only increased moderately in the U.S. over the last 30 years,
the Hispanic population has grown considerably during this period (Zambrana, 1995).
According to March 2000 census estimate, the Hispanic population in the United
States was 32.8 million, around 12 percent of the total population (Therrien &
Roberto, 2000). Nearly two-thirds (66.1%) of all Hispanics living in the U.S. were of
Mexican descent.
Because Hispanic families are a rapidly growing population in the United
States, a great amount of research has been conducted to understand and study unique
characteristics of these families. Several research studies on Hispanic families focused
on studying the interaction and social support patterns among these families. Hispanic
families are usually described as an interactive and interdependent kin network that
allow for mutual support and help (Sotomayor, 1991). They have been found to use
family as a resource for solving problems and thereby promote reciprocal behavior
among family members (Vega, 1995). Nevertheless, Vega contended that poverty,
illiteracy, immigrant adjustment, acculturation stresses, and minority status have been
endemic in the social history of Hispanic families.
According to the 2000 census report (Therrien & Roberto, 2000) Hispanics are
the least educated immigrant population in the United States. Compared to non-
Hispanic Whites, Hispanics are far less likely to have a high school diploma. While
only 4.2 percent of non-Hispanic Whites had less than a
9thgrade education, more than
27 percent of Hispanics over 25 years of age had less than9thgrade education3
(Therrien & Roberto, 2000). In addition, Hispanics are more likely to be unemployed
than non-Hispanic Whites and poverty is three times as common among Hispanics
compared to non-Hispanic Whites (Therrien & Roberto, 2000).
The financial constraints experienced by Hispanic families, their limited
proficiency in English, and lack of familiarity with the United States' culture and
education system hinders their effective participation in their children's education
(Muihern, Rodriguez-Brown, & Shanahan, 1994). Although Hispanic parents have
high expectations for their children, most of them are uncertain about how to promote
their children's school success (Muihern et al. 1994). Asa result, Hispanic children at
all grade levels were found to lag behind their non-Hispanic Whitepeers in academic
achievement (Rodriguez-Brown, Li, & Albom, 1999).
Research has revealed that literacy skills of parents and parental attitudes
towards education have a crucial role to play in a child's development (Glover, Jones,
Mitchell, & Okey, 1991). Although parents with limited literacy skills and low socio-
economic background may place high value on education, theyare less likely to be
involved in their children's education due to financial constraintsor lack of support.
For instance, Teale (as cited in Rodriguez-Brown et al, 1999) stated that low-income
Hispanic families are less likely to engage in shared book reading and other activities
that contribute to literacy development among children. There is evidenceto suggest
that in order for parents to provide literacy rich environments for their children, efforts
need to be taken to enhance their own literacy skills.4
Previous efforts to deal with literacy problems among family members
centered primarily on either educating parents or providing early childhood education
to children. It was soon recognized that in order to guarantee lasting changes and
improvements in families' well-being, a need for family-focused, rather than child-or
parent-focused programs were needed. The seeds of this new approach weresown in
the early 1 980s when several family literacy programs were initiated (St.Pierre &
Swartz, 1995).
Family literacy is based on the premise that literacy, because it is social and
cultural in nature, is best developed within the context of the family (Muihem et al.,
1994). Family literacy programs differ from other traditional literacyprograms in that
they are designed to maximize the probability that adults who receive literacy
education will successfully transfer aspects of their new beliefs, attitudes, knowledge,
and skills to their children (Sticht, 1995). Auerbach (1989) broadly defines family
literacy to include direct parent-child interactions centered around literacy tasksas
well as opportunities for parents to develop theirown literacy abilities that focus on
pertinent issues such as family and community problems, child-rearing concerns,
home language and culture, and interactions with the school system.
Even Start is a federally funded family literacy program that aims to meet the
educational needs of parents and children of low-income families. This family
centered education project is designed to help break the cycle of poverty by providing
literacy training and parenting skills for both parents and children and assist children
in reaching their full potential as learners (Dwyer, 1995). The Even Startprogram wasfirst authorized in 1988 under the Elementary and Secondary EducationAct of 1965
(U. S. Department of Education, 1998) andwas later reauthorized in 2000. According
to this legislation, the Even Start program should be implemented through cooperative
projects that build on existing community resources to createa new range of services,
should promote achievement of the National Education Goals, and assist childrenand
adults from low-income families to achieve challenging State content standards and
student performance standards (U.S. Department of Education, 1998).
The Even Start program is required to provide four basic services: a) Adult
Literacy and Basic Education (ABE) b) Parenting Education and Support (PES) c)
Early Childhood Education (ECE) and d) Parent and Child Time Together (PACT).To
be eligible for Even Start, a family must be low income, havea parent who is eligible
for adult education services under the adult educationact, and at least have one child
under the age of eight.
A large majority of Even Start participants in the nationare women and are in
the age group of 20-29 years (U.S. Department of Education, 1998). In addition,
according to the 1998 National Even Start Evaluation Report, roughly 80percent of
the families enrolled in the program have family income of less than$15,000.
Although Even Start participants come from diverse racial and ethnic backgrounds,
since 1992-93 the program has noticeda substantial increase among Hispanic
participants, from 22 percent to 39 percent. The distributions of racial/ethnicgroups
vary across the country, with Hispanic families constituting the largest group in the
western and southern region, while Caucasian families represented the largestgroup inthe northeast and midwest (U.S. Department of Education, 1998). In 2002more than
50 percent of Even Start parents in Oregon were Hispanic.
Despite the increased number of Hispanics in the Even Start program, research
and evaluation that would assist in identifying the characteristics, needs, and
achievements of these participants has been very limited. Previous evaluation studies
on the Even Start program looked at the effectiveness of the program in providing
literacy and other pertinent services to parents and children. Several studies revealed
that Even Start participation resulted in positive outcomes suchas, improved literacy
skills, positive parent-child relationships, improved job skills, and employment status
(Bailey, 1996; Karther, 1996; Gamse, Conger, Elson & McCarthy, 1997).
Generalization of these outcomes to the entire Even Start population is questionable,
as participants' needs, skills, and achievements are often determined by their racial
and ethnic background. Duran (1996) suggested that families participating in the
family literacy programs have diverse needs. In his researchon Latino immigrant
families Duran found that families revealed varied learning needs and expressed their
constant struggle in adjusting to the life in the United States. For instance, non-English
speaking families were found to experience cultural conflicts with their role of raising
children. One common complaint of Hispanic immigrant parentswas that they found it
difficult to discipline their children in a manner that represented their culture. In
addition, parents considered poor knowledge of English asan impediment to obtaining
employment as they were unable to understand the kind of work experience and skills
needed in order to apply for jobs. Clearly, the challenges faced by Hispanic parents,7
their views about parenting, family relationships, and even literacy differ greatly from
that of the dominant White culture.
This study is an attempt to examine the similarities and differences between
Spanish speaking Hispanic and English speaking non-Hispanic participants in Oregon
Even Start Family Literacy programs. In order for programs to provide effective
services to participants it is important to understand the differences and commonalties
among them. Gadsden (1996) suggests that an essential factor to promote effective
program implementation is to understand the issues of diversity among the
participants. This study will utilize the data from 13 Even Start Family Literacy
programs in the State of Oregon to identify the diverse needs, challenges, and
achievements experienced by Hispanic and non-Hispanic participants. The goal of this
study is to provide information for program staff, policy makers, and other
stakeholders about the similarities and differences that exist among Hispanic and non-
Hispanic families and thus help them understand the specific concerns of the
participants from diverse ethnic background.
Theoretical Perspective
This study used the life course perspective (Bengtson & Allen, 1993) as a
theoretical base to illustrate the differences between Hispanic and non-Hispanic
participants. The life-course perspective studies changes in the lives of individual
family members over time. Change is examined by focusing on the diversity and
differences among individuals. According to the heterogeneity assumption of the life
course perspective there is increasing diversity over time with aging, social change,and socioeconomic characteristics (Bengtson & Allen, 1993). In addition, families also
differ based on their race, ethnicity, and cultural background. The cultural values and
beliefs of the individuals shape their understanding and perception of various issues
such as work, caregiving, parenting, and literacy. The Hispanic and non-Hispanic
participants in the Even Start program bring diverse experiences, characteristics, and
needs to the program. These families may also show considerable variation in terms of
how they experience and respond to the program due to their diverse social and ethnic
background. The life-course theoretical perspective allows us to understand the
diverse needs of the participants and examine variations in how they respond to the
program.
The life-course perspective also examines the influence of previous life
experiences of individuals and family members on their present behavior (Bengtson &
Allen, 1993). For example, past unsuccessful experiences of parents with the
educational system influence their present perceptions of literacy and education.
Previous interviews with Even Start parents revealed that participants' experiences
with school during their childhoods influenced their ability to learn and attend school,
which in turn led to difficulty in learning or wanting to learn as they reached
adulthood. The life-course perspective lends itself to understand these individual
differences and diversity among participants and examine the changes families'
experience as a result of their program participation.The specific research questions addressed by this studyare:
I) Are there differences in educational background and life history between Hispanic
and non-Hispanic participants?
2) Do reasons for participation in theprogram differ between Hispanic and non-
Hispanic participants?
3) Does participation in the program lead to different outcomes for Hispanic andnon-
Hispanic participants in terms of knowledge of child development, parenting
confidence, mental health, self-esteem, life skills, relationship changes and more?10
CHAPTER 2
Review of the Literature
Family literacy has received considerable attention in the past few years. In
1994, the International Year of the Family offered a new direction for adult and
childhood literacy programs in the U.S. and worldwide, one that unites adult's literacy
and children's education (Sticht, 1995). Family literacy is an educational approach that
treats the family as a learning unit (Goethel, 1995). Families provide an
intergenerational transfer of language, thought, and values to their children. Until
recently adult education programs have generally aimed at making adults literate while
the responsibility of making children literate has been left to the formal school system.
Under the family literacy concept, however, it is now realized that, due to the
intergenerational transfer of cognitive skills including language and literacy, an
investment in the literacy education of adults provides "double duty dollars" (Sticht,
1995). The key components of family literacy programs include some type of adult
education, early childhood education, parent and personal growth training, and parent-
child interaction activities.
The Even Start Family Literacy program is one of the largest federally funded
family literacy initiatives in the United States. Art outgrowth and extension of the
nation's Head Start program, the Even Start program has been developed to
incorporate a wide variety of innovations from successful programs for adult basic11
education, parenting education, and early childhood education. Theprogram focuses
on three interrelated goals:
To help parents become full partners in the education of their children.
To assist children in reaching their full potential as learners and
To provide literacy training for their parents (Federal Register, 1994).
While there are excellent sources of research-based informationon parent
education and early childhood education, research studieson family literacy programs
remain limited. Several studies on family literacyprograms provide insight into
effective program implementation and varied approaches to family literacyprograms.
There is however, very little researchon identifying the characteristics of families
involved in family literacy programsor studying the effectiveness of these programs
in relation to participants' needs and expectations.
Gadsden (1994) confirms this argument by stating that several studies of
family literacy programs describe the variety of family literacy models that have been
developed. Very few studies however, have been conducted that reveal the relative
impact of these programs: that is whether the learners and their families consider the
programs effective, useful, or appropriate; or how adult learners use literacy for their
own development to help their children. She further explains that a literacy search
recently conducted by the National Center on Adult Literacy found that, with the
exception of few studies, most reports provide "how-to" information: for instance,
how to develop a program, how to use existing organizational structures to createa
program, how to get parents interested, or how to obtain funding and other support.12
Gadsden emphasizes the need for research that provides guiding principles and
understandings about how families, across cultural and social backgrounds, use
literacy to make sense of the world and how literacy assistance can help them do so
effectively. Although research on the effectiveness of family literacy programs is
limited, some of the research studies do offer an understanding of the nature of the
participants, and the overall outcomes of family literacy programs, thus providing us a
basic knowledge of the relationship between family development and literacy.
Glover, Jones, Mitchell, and Okey (1991) evaluated the effectiveness of a
family literacy program operated in the Weber State University. Although, participants
came from similar socio-economic backgrounds, they differed considerably in their
cultural and ethnic background. The project addressed the low-level literacy skills
possessed by adults and children by offering GED classes, and Parent and Child
Together (PACT) time. In terms of program outcomes, women, in general,
demonstrated changes in academic skills and personal goals. Goals of the women had
shifted from more traditional roles to those which reflected a desire to achieve success
in areas of both school and career. Teachers' observations of children revealed
evidence of increased interest of children in books, emerging pre-literacy skills in
writing, and growth in social skills. The study however, did not include cultural
diversity as a predictive factor of participants' success in achieving academic skills or
personal goals.
Nickse, Speicher, and Buchek (1988) conducted a study on intergenerational
literacy in a multicultural, urban section of Boston. Of the total participants in the13
literacy program, 83% represented minority groups (Asian, 23%; Hispanic, 23%; and
Black 37%). Preliminary data showed improvement of adults in reading skills and
subsequent positive effects on their children. Similar to Glover et al. 's study, this
study also failed to provide information about cultural differences that exist among
participants and its impact on program outcomes.
Handel (1999) in her study on the effectiveness of a Family Reading Program
reported that family involvement is particularly difficult in poverty areas. She
interviewed seven African-American women participating in the program and found
that the program promoted family togetherness. Parents also employedmany ideas
about reading that they learned in the program and devoted more time for family
reading.
Research on the effectiveness of the Even Start program also indicates positive
results. The Oklahoma City Public Schools Even Start Evaluation Project (1992-93)
studied the effects of the program on adult perceptions of themselves, parenting
practices, and child outcomes (Richardson, 1993). Even Start participants strongly
supported the encouraging learning environment created in the adult education classes
and reported a positive attitude about themselves. All the participants reported an
increase in their own reading and in reading in their families. Parent interviews
indicated that parents felt more confident in their parenting abilities. Parents reported
that they are more confident and capable of being more positive and supportive to
their children. Children in the program demonstrated higher-order communication14
strategies, complex sentence structure, variety of language usage, and frequency of
language initiations.
The second national evaluation of the Even Start program (U.S. Department of
Education, 1998) found that both parents and children made progress in literacy as a
result of their participation. Children showed considerable improvement in cognitive
development and also showed progress on the Preschool Language Scale (PLS-3), a
measure that assesses language development. Parents showed modest gains in their
tests of Adult Basic Education. In addition to the educational assessments for children
and adults, the home environment was measured using the Home Observation for
Measurement of the Environment (HOME) questionnaire. The HOME measures the
quality of cognitive stimulation and emotional support provided by parents to children.
HOME scores showed moderate improvement at posttest.
Another study conducted on Oregon's Even Start literacy project by Richards,
Pamulapati, Corson, & Merrill (1999) focused on issues beyond literacy outcomes
such as, knowledge of child development and mental health. Pre- and post-test data
was collected from the participants and results showed increased knowledge about
children and parenting techniques among participants compared to their scores when
they entered the program. Participants who entered the program atriskfor clinical
depression were considerably less depressed by post-test, and statewide, participation
in the program was associated with improved self-esteem scores.
The above research studies indicate that family literacy programs have been
successful in increasing the literacy skills and parenting practices of the participants. It15
is also evident from the studies that family literacy programs serve a diverse group of
population who come from diverse backgrounds and programs. In general, it seems
that programs have been successful in solving some of the common problems shared
by this diverse population, such as problems of reading and writing and
communication. No research studies, however, addressed the social and cultural
differences or economic differences that exist among participants. In spite of the
research support for the significance of cultural knowledge and our intuitive sense that
issues of race, class, and culture matter, neither family literacy research nor practice
typically raised these issues (Gadsden, 1996).
With increasing number of ethnic minorities in family literacy programs, there
is a need now, more than ever before, for the programs and the researchers to be
mindful of the cultural differences and differences in strengths and needs of the family
literacy participants. When program staff and practitioners lack knowledge and
awareness of cultural differences and ignore, or devalue the importance of these
factors, their unfamiliarity may be interpreted as lack of interest or may result in their
implementing practices and activities for the program that offend the learners and their
families (Gadsden, 1996).
Butler and Molidor' s (1995) research on cultural sensitivity in social work
found that professional unfamiliarity, unawareness, or lack of understanding of the
cultural characteristics of participants is a major barrier for effective service delivery.
They assert that the degree to which we know and understand the lives of our clients16
directly impacts the effectiveness and efficiency of service delivery and valid research
studies.
Gadsden (1996) argues that whether and how researchers and practitioners
focus on issues of race, class, or culture is largely determined by how they
conceptualize the field of family literacy. Research and practice of family literacy is
developed around two varied perspectives that attempt to explain the relationship
between parent's literacy level and literacy practices at home and children's
performance. The first perspective proposes that parents' literacy has a significant
influence on children's ability to acquire, develop, and use literacy (Gadsden, 1994).
This view suggests that intergenerational under-education leaves families ina constant
crisis within the cycle of poverty (National Center on Family Literacy, 2001). The
second perspective argues against this "deficit model" of adult literacy.
Much of the research and practice on parent-child literacy is developed around
this first view of families in poverty, a disproportionate number of whom are families
of color. Parents living in poverty are described often as not having the skills and
knowledge to engage their children in the types of activities that are expected in
school (Gadsden, 1994). In addition, children of ethnic-minority origin are perceived
to fail academically because it is believed their parents' lack necessary skills to
promote literacy at home.
Loasa (1980), in his study on maternal teaching strategies found clear cultural
differences in the teaching strategies. The Anglo-American mothers used inquiry and
praise more frequently than Hispanic mothers. On the other hand, Hispanic mothers17
used modeling, visual cue, directive, and negative physical control more frequently
than Anglo-American mothers. Laosa suggested that the observed differences were
directly related to maternal educational level. Highly educated mothers aremore likely
to "imitate" the academic style of the classroom and hence their children are
academically successful. Formal education to Hispanic mothers would eliminate the
differences in child-rearing practices and create a "match" between home and school.
Lesar, Espinosa, and Diaz's (1997) research on maternal teaching behaviors of
preschool children in Hispanic families is also based on the assumptions that maternal
teaching behavior is determined by socio-economic status and ethnic background.
They contend that difference in home culture and school environment would lead to
academic and social problems among children.
The second perspective suggests that literacy studies mentioned above have
been developed consistently around a deficit model. Taylor (n.d.) argues that sex, race,
economic status, and setting cannot be used as significant correlates of literacy. In
contrast to Laosa's (1980, 1982) research, Taylor argues that many so-called
undereducated parents are highly literate and possess complex problem-solving skills
that enable them to survive in difficult circumstances.
Auerbach's (1989) article criticizing the deficit model approach is widely
acclaimed by many family literacy researchers and practitioners. She argues that
family literacy is defined narrowly where successful literacy acquisition is closely
linked to culture of schooling and to mainstream literacy practices. According to
Auerbach, the "transmission of school practices" model however, does not correspondto the realities of participant's lives. She asserts that literacy cannot be meaningful to
students if teacher's fail to connect what happens inside the classroom to what
happens outside in the society.
Auerbach (1989) asserts that family literacy programs are based on false
assumptions that lead to program failure. These include: a) language-minority students
come from literacy-impoverished homes where education is not valued or supported b)
family literacy involves a one-way transfer of skills from parents to children c) success
is determined by parents' ability to support and extend school-like activities in the
home d) school practices are adequate and it is home factors that determine academic
success e) parents' own problems get in the way of creating positive family literacy
contexts.
Auerbach (1989) asserted that family literacy programs should draw from the
experience and knowledge of the parents rather than transfer school practices into the
home context. The goal of a family literacy program should be to incorporate the
cultural and social issues of families coming from diverse backgrounds into the
content of literacy activities. According to Auerbach, low-income families often desire
to get better education for their children, place high value on education, and encourage
literacy practices and activities at home. The social contexts such as family
obligations, housing, health care, and employment needs, however, may inhibit
parents' from participating effectively in their and their children's education. In
addition to the financial factors, cultural differences may act as an impediment to
literacy acquisition. According to Auerbach, programs that recognize the social and19
cultural factors that influence literacy and encourage parents to perceive these cultural
differences as strengths rather than impediments would lead to successful family
literacy work.
Shanahan, Mulhem, and Rodriguez-Brown's (1995) Project FLAME (Family
Literacy for Language Minority Families) is the only family literacy program I came
across that designed its' curriculum based on the social and cultural contexts of the
participants. The researchers operated a family literacy program in Chicago's Latino
neighborhoods for five years. While talking about developing a culturally centered
family literacy program, Shanahan et al. noted that knowledge of Latino culture is
insufficient to create a program sensitive to the participants. Cultural descriptions of
groups emphasize central tendencies that do not hold true for all the members of the
ethnic group. While helping families use their cultural experiences, Shanahan et al.
also focused on significant issues tied to specific neighborhood, family, or individual
need. They built on the strengths of each participant by providing opportunities for
collaborative learning, sharing of personal experiences, and attending to personal
needs by having low teacher-student ratios. According to Shanahan et al. Project
FLAME is a successful program helping Latino parents support their children's
education, while allowing parents to build on their strengths and increase their self-
confidence.
Reyes (1992) stated that educators and policy makers are conditioned to ignore
the differences among students or learned to treat them as deficiencies. He asserts that
program administrators and teachers should overcome the "one size fits all" approach20
to literacy when teaching diverse learners and understand that learning is not only
shaped by the teaching practices, but also by the experiences and characteristics of the
learner.
Although the concept of addressing the needs of the families based on their
social and cultural contexts is not new to family literacy, limited research studies have
been conducted that attempt to examine how family literacy programs serve diverse
learners. Much of the research on cultural differences focused on how ethnic minority
families fail to conform to White middle-class society and as a result experience
social, educational, and economic hardships. Research must move a step further by
attempting to understand the characteristics and needs of ethnic minority families and
understand the diverse needs, skills, and expectations of these participants. Family
literacy research needs a life-span approach that allows the field to examine how
literacy is influenced by life circumstances and how life circumstances influence
family literacy (Gadsden, 1994).
This research study attempts to understand the differences between Spanish
speaking Hispanic and English speaking non-Hispanic participants of the Even Start
Family Literacy program using a life-course perspective. Similar to other family
literacy programs, limited empirical research has been conducted on studying the
characteristics, strengths, and weaknesses of the Even Start family literacy program.
Supporting the perspective that cultural differences shape literacy learning, this study
attempts to understand the differences in educational and family background of
Hispanic and non-Hispanic participants, examines whether differences exist in reasons21
for participation in the program between Hispanic and non-Hispanic families, and
differences in program outcomes using both qualitative and quantitative approaches. I
believe that this research study will help practitioners take a look at the differences in
program outcomes between Hispanic and non-Hispanic participants and more
thoroughly understand the strengths and needs of participating families.22
CHAPTER 3
Methods and Procedures
This study used a triangulation approach to examine the differences between
Spanish speaking Hispanic and English speaking non-Hispanic participants of the
Even Start Family Literacy program. Triangulation is a method where the researcher
uses multiple data gathering and analysis techniques to investigate the same
phenomenon. A triangulation approach counteracts the threats to validity of the data
gathered (Berg, 1995). For example, use of both survey and interview data to study
parent-child relationships not only provides rich, holistic information, but also
strengthens investigators' confidence in the results obtained. As use of multiple data
collection and analysis approaches offers a comprehensive and in-depth perspective,
this study used the quantitative and qualitative data gathered by the Oregon Even Start
Evaluation team to study the differences between Hispanic and non-Hispanic
participants. The use of quantitative techniques allows us to measure numerical
variables and to understand the interrelationships among variables (Bamberger, 2000).
On the other hand, a qualitative approach provides an in-depth understanding of the
characteristics of the population that cannot be meaningfully expressed by numbers. It
also supports, supplements, and validates the quantitative data.
Since February 1995, the Oregon Department of Education and the Office of
Community College Services has contracted with Dr. Leslie Richards of the
Department of Human Development and Family Sciences at Oregon State University23
(OSU) to conduct an evaluation of the state's Even Start Family Literacy programs.
The outcome evaluation measures the extent to which programs are effective in
improving literacy skills of parents and their children and in promoting individual and
family well-being. As part of the outcome evaluation, participants and staff members
are administered quantitative measures every fall (or at entry of the program) and
spring (or at exit from the program). Data collected during fall 1995 is referred to as
Wave 1 and Wave 2 refers to data collected in the spring of 1996. So far, 14 waves of
data (Fall, 1995-Spring, 2002) have been gathered from the participants. Also,
qualitative interview data from a sub-sample of parents were collected during 1997
and 1998 to assess how the program has impacted participants, their children, and their
family as a whole.
This study used the evaluation data gathered during 1997/1998 (waves 5 & 6),
1998/1999 (waves 7 & 8), 1999/2000 (waves 9 & 10), 2000/2001 (waves 11 & 12)
and 200 1/2002 (waves 13 & 14) program years. Data collected prior to the program
year 1997/1998 are incomplete and less accurate due to challenges such as low
participant retention rate and inadequate training of program staff in administering the
measures.
Research Design
The evaluation plan designed for the purpose of this study can be associated
with the five-tiered program evaluation approach developed by Jacobs (1988). Bailey
(1996) used a similar approach in order to examine the effect of Oregon Even Start
program on parenting abilities of the participants. According to Jacobs there are five24
levels/tiers to program evaluation. Tiers 1, 2, and 3 are helpful in determining the
purpose of the program, monitoring program performance, and assessing the strengths
and quality of the intervention. Tier 4 evaluates the changes, if any, that have occurred
among the participants. The last tier, Tier 5, is referred as the program impact tier,
which establishes a causal link between program participation and outcomes. In other
words, this tier examines if the changes among the participants are due to the result of
program participation.
The current study mainly utilizes tiers 3 and 4 of the five-tiered evaluation
approach. Tier 3 aids in assessing the quality of the program and answering the
question as to how we can serve the program better? It helps developa more detailed
picture of the program, and provide information to programs on program improvement
(Jacobs, 1988). The qualitative interview data collected from the participants provide
information about the diverse family, educational, social, and cultural background of
Hispanic and non-Hispanic participants. The interviews throw light on the needs of
Hispanic and non-Hispanic participants. These data may help in assessing whether the
program meets the needs and expectations of the participants. The quantitative data
also provide information about the effectiveness of the program in improving
participants' parenting knowledge and skills, life skills, self-esteem and more. These
results will assist the researcher and the Even Start program staff in determining the
effectiveness of the program and design strategies as to how the program can be
improved.25
Tier 4 determines the changes if any, that have occurredamong Even Start
participants. Change among participants is measured through various quantitative
measures and qualitative interviews. Quantitative data are collected on improvement
of participants' knowledge of normal child development, parenting confidence and
support, mental health, self-esteem, and life skills. Qualitative interviews focus on the
participants' life history and parenting, personal and family changes, and changes in
the participant's relationships. Looking at the differences between Hispanic andnon-
Hispanic participants will help determine if the program is leading to predicted
outcomes among all its participants and will shed light on the link between social,
cultural, and ethnic differences and program outcomes.
The qualitative approach used in this research is based on grounded theory
design (Glasser & Strauss, 1967). Grounded theory method is basedon an inductive
approach, where a theory is generated from the data. Grounded theory design involves
identifying the focus of the study, gathering data using various approaches suchas
interviews or observations, analyzing the data by looking at common themes or
patterns, and finally generating a theory based on the phenomenon identified. The
qualitative data used in this study are drawn from face-to-face interviews conducted
on a sub-sample of participants that attended the program during the program years
1997/1998 and 1998/1999.
The quantitative approach of this research employed the latent growth curve
analysis design to assess if the Even Start participants' ethnicity (Hispanic Vs. non-
Hispanic) has any influence on the outcomes or changes they experienced. Ina latent26
growth curve design participants are measured on the same variable at three or more
time points. This research study uses structural equation modeling of latent growth
curves to assess the initial level and rate of change experienced by Hispanic and non-
Hispanic participants on various outcome variables. Latent growth models allow
measurement of both intraindividual and interindividual variability in change (Walker,
Acock, Bowman, & Li, 1996).
Procedures
The qualitative analysis of the study is based on the interview data collected
during program years 1997/1998 and 1998/1999. A total of 60 Even Start participants
were interviewed during these program years. This analysis included interview data
collected from 32 Hispanic and 25 non-Hispanic female participants. Selection of the
participants was done by asking for volunteers who were willing to be interviewed.
The Even Start Evaluation team of the Oregon State University interviewed the
respondents. Interviews with Hispanic participants were conducted with the help of a
translator. These interviews were later transcribed verbatim and analyzed. Interviews
were conducted at the program sites and usually lasted for 30 minutes to an hour.
Quantitative analysis is based on the data collected twice during each program
year starting from the year 1997 to 2002. Even Start staff collects data from the
participants when they enter the program, which is usually in the fall. Most
participants enter the program in the fall. Data are again collected from all the
participants in spring. In the following fall, if participants continue to stay in the
program, staff is not required to collect data from these participants. However, some27
Even Start programs collect data from continuing participants as well in fall. As a
result, in the second program year, in fall, some continuing participants have data and
some do not. In spring, however, data are again collected from all the Even Start
participants. Data are collected through surveys administered by the Even Start
program staff on knowledge of child development, confidence in parenting,
depression, self-esteem and life skills.
The target population for the quantitative analysis of this study included
participants who entered the Even Start program at wave 5 (program year 1997/1998),
wave 7 (program year 1998/1999), wave 9 (program year 1999/2000) and wave 11
(program year 2000/2001), adding up to a total of 527 participants. The goal of the
study was to follow each of these participants for a period of two program years, so
that each participant has four waves of data. For instance, participants who entered at
wave 5 will be followed until wave 8 and wave 7 participants till wave 10 and so on.
Close examination of the data, however, revealed that most participants
dropped out within the first two waves of data collection. Since, latent growth curve
analysis requires at least three waves of data, participants who were in the program for
four waves were selected for the purpose of this study. This sample consisted of 96
participants. Out of the 96 participants 78 percent were Hispanic (n=75) and 22
percent non-Hispanic (n=21).Measures
Five variables are of central interest in this study: knowledge of child
development, parenting confidence and support, depression, self-esteem, and life
skills. All quantitative measures are attached from Appendix A to Appendix E.
Knowledge of Child Development
A measure named "About Children" is used to assess participant's knowledge
of child development. This instrument was originally a 20-item measure developed in
1995/96 after reviewing other measures that assess parents' knowledge of child
development. After a test of internal consistency four items were deleted due to their
poor correlation with other items of the measure. Items are measured on a 3-point
scale (1 = agree, 2 = not sure, 3 = disagree) with higher score indicating greater
knowledge of child development. For example, one of the statements parents respond
to is: "Most two-year-olds know the difference between make-believe and true
stories". Reliability of this measure is moderate, with an alpha of .70
Parenting Confidence and Support
"The Parenting Ladder" is the measure used to assess parents' confidence and
available support in terms of parenting. This measure was originally developed by the
Oregon State University's Family Policy Program for evaluating the Oregon's Healthy
Start Program (Katzev, Pratt, Henderson, & McGuigan, 1999). The original 10-item
measure was later modified by adding two items that assess the amount of stress in
parents' life and one item that assesses their overall satisfaction with parenting
support. The Parenting Ladder is a self-report measure containingtwosections, one29
that assesses parents' confidenceon parenting, while the second section measures the
amount of parenting support available to parents. Parentsrate themselves on a 6-point
ladder with the scores ranging from low (0) to high (6).For example, parents respond
to the items such as, "Where wouldyou place yourself on the parenting ladder in
terms of your confidence that you know what is right foryour child?" The higher the
score greater the parenting confidence and support. Cronbach's alpha for this scale
was .89.
Depression
The Center for Epidemiology Studies Depression Scale(CES-D) was used to
measure depressive symptomatology among the Even Start participants. The CES-D is
renamed as 'Feelings About How Thingsare going' by the Even Start Evaluation
team. Parents were asked to respond to items that ask how oftenthey had experienced
specific situations of feelings suchas, "I felt everything I did was an effort".
Responses were scored on a 4-point scale ranging from rarelyor none of the time (0)
to most or all of the time (3). Participants thatscore a total of 16 or greater on the 20-
item measure are considered at-riskfor clinical depression. Alpha reliabilityon this
scale was high (.88).
Self-esteem
"Feelings About Yourself' is a measure developed by Rosenberg (1965)to
assess self-esteem. The self-esteem measure includes statements suchas, "I wish I
could have more respect for myself'. Participants respondto the items using a four
point scale where 1strongly agree, 2 = somewhat agree, 3= somewhat disagree, and30
4 = strongly disagree. Higherscore indicates greater self-esteem. Cronbach's alphaon
this measure was .70.
Life Skills
The Life Skills' assessmentmeasure focuses on the participants' acquisition of
life skills such as havinga food handler's card, a driver's license, or how to createa
family budget. Participants respond whetherthey have the skill, they do not have the
skill but would like to have it,or they don't need the skill. The score for "No, but I
would like to" and "don't need it"are 0 and a score of 1 is given for the "have the
skill" option.
Qualitative Interview Protocol
A semi-structured, face-to-face interviewwas conducted on a sub-sample (N =
57) of the participants toassess their satisfaction with the Even Start program. The
interview questions focus on assessing the familybackground, educational
background, and life history of the participants,participants' goals for participating in
the program, their satisfaction with the adulteducation and parent education classes
and whether parents perceiveprogram participation has changed their lives and family
relationships. Finally, thesummary section asks questions about whether theprogram
has helped the participantsas individuals and their families and the improvements they
would like to see in the Even Startprogram. A copy of the interview protocol is
attached in Appendix F.31
Analysis
As mentioned earlier, a combination of quantitative and qualitativeapproaches
were used to address the specific research questions designed for this study.A
software program called WinMaxwas used in order to facilitate the analysis of already
transcribed and coded qualitative data and quantitativedata analysis was conducted
using AMOS.
Interview data on Hispanic and non-Hispanic participants'educational
background and life history andreasons and goals for participation and changes
attributed to Even Start participationwere analyzed using a qualitative approach. The
interviews were transcribed verbatim and analyzedusing the coding process of a
grounded theory design. In a grounded theory design interviewsor text data are read
and re-read again to discover reoccurring themes,concepts, or categories. The initial
step involved open coding the interview data where datawere closely examined and
several categories were developed. From the interview datawords, phrases or events
that appeared to be similarwere grouped into the same category. Later, these
categories were put together and the relationships betweenthese categories were
identified and thus broad themeswere developed. For instance, the categories
identified for reasons for Even Start participationof Hispanic participants were 'learn
English language', 'obtain a driver's license'. Further in-depthanalysis of the data
revealed that the underlying goal associated with learningEnglish or obtaining a
driver's license was to effectively acculturate into themainstream American society32
and thus achieve self-sufficiency.Hence, the theme identified herewas self-
sufficiency.
In order to assess the differences inoutcomes between Hispanic and non-
Hispanic participants, a latent growthcurve method of structural equation modeling
was used. Latent growth curve method allowsmeasurement of change overtime. The
fist step of latent growthcurve analysis involves computing a regression line linkinga
measure of a concept (y) to a point of time (t) along witherror term (e) at each point of
time, where the error termrepresents the measurement error for each individual. This
gives an intercept (beginning score) anda slope (rate of change) for each individual. In
the second step, each individual'sintercept and slope is combined with other
individual's intercepts and slopesto calculate mean intercept and mean slope, which
indicate the average initialscores and average level of change for the entiregroup
(Bear & Schmitz, 2000).
This latent growthcurve modeling was used in order to assess change in
knowledge of child development, parentingconfidence, depression, self-esteem and
life skills and to estimate whetherethnicity is a predictor of change in these variables.
Individual scores on each item of themeasures were summed to obtain a total score
for each measurement time period.For instance, total knowledge of child development
scores were obtained by summing thescores on the 16 items of the measure. This
procedure is repeated for all four points ofmeasurement thus resulting in wave I score
on knowledge of child development, wave 2score on knowledge of child development33
and so on. These scoreswere transferred to AMOS and model parameterswere
estimated using AMOS structuralmodeling program.
Missing_data
Missing data is an inherent problemin longitudinal studies. Three variationsof
missing data were encountered inthis analysis. As mentioned earlier, participantswho
were in the program for four waveswere selected for the purpose of the study. Many
participants (65%), however, in thisanalysis were missingwave 3 data, as program
staff was not required by theevaluation team to assess participantsat wave 3. AMOS
computed full information maximumlikelihood estimates for these participantswith
missing data.
The second variation of missing datainvolved a small number of participants
skipping one or moremeasures of the total five evaluation measures atmore than one
wave. For example, Susana had dataon only four of the five measures at wave 1 and
wave 2. She was missing data on Parenting Confidenceand Support measure atwaves
1 and 2, but had data atwaves 3 and 4. Since Susana had data for only two pointsof
measurement out of the four, shewas dropped from the analysis of parenting
confidence and support. However, Susanawas included when analyzing the other four
measures. Similar patterns were observed for othermeasures and as a result the final
sample retained for thepurpose of the analysis of each measure varied. The final
sample for each of themeasures was, n =96 on knowledge of child development,n =
95 on parenting confidence,n = 91 on the measure of depression, n= 96 on self-
esteem and n = 94 on the life skillsmeasure.34
The third variation of missing datainvolved participants not respondingto
individual items on themeasures. For instance, Freya did not respond to item 12 of the
16-item Parenting Knowledgemeasure. Table 1 gives a count of participants missing
data on individual itemson each of the five measures by wave.
Table 1. Count of ParticipantsMissing Data on Individual Items of Eachof the Five
Measures by Wave.
Measure Wave 1Wave 2Wave 3Wave 4
About Children 10 7 3 7
Parenting Ladder 3 6 1 5
Depression 10 13 4 8
Self-esteem 10 5 1 7
Life Skills 33 39 6 28
Missing values using expectationmaximization were imputed for participants
missing values on individual items ofthe measure and individual itemscores were
then summed to obtaina total score for each measure.
Ethical Treatment of Participants
Approval from the Institutional ReviewBoard (IRB) of Oregon State
University was obtained when the EvenStart Family Literacy Evaluation Projectwas
initiated. All Even Start participantswere informed about the project when they enter
the program. Participantswere told that their participation in the projectwas voluntary
and confidential and services providedto the family would not be affected if the35
parent chose not to participate in the project.Informed consent documentswere
obtained from all participants.Further, all written materialswere provided in Spanish
for participants who preferredto use their first language. A Spanish-speaking
interviewer was also used to conductqualitative interviews when appropriate.36
CHAPTER 4
Qualitative Results
A qualitative approach was used in orderto document the similarities and
differences between Spanish speakingHispanic and English-speaking non-Hispanic
participants. In particular, this chapter describesthe differences in family background
and life history between Hispanic andnon-Hispanic participants, identifies their varied
reasons and goals for participating in the Even Startprogram, and documents changes
participants' attributed to their Even Startparticipation.
The analysis is basedon the interview data collected during the site visits
conducted in 199711998 and 1998/1999program years (n=60). The final analysis
included interview data collected from32 Hispanic and 25 non-Hispanic female
participants.
Face-to-face interviewswere conducted with Even Start parents who
volunteered to be interviewed. Acopy of the interview protocol is attached in
Appendix F. Parents were interviewed inthe language of their choice, Englishor
Spanish, and interviewswere taped and transcribed verbatim. Data were coded and
analyzed keeping in mind the specificresearch questions that were reported in the
previous chapter. The initial broad codingis simply based on the three main topics
addressed in the research questions: 1)educational background and family history 2)
reasons and goals for participation in the Even Startprogram and finally 3) individual
and family changes attributed to EvenStart participation. A careful and rigorous37
reading of the interviews allowedmajor themes to emerge within each mainresearch
question. For instance, lack of parentalsupport, was a common theme inherent in the
interview data of Hispanicas well as non-Hispanic respondents, when theywere asked
about educational background andreasons for school failure. Statements that were
indicative of lack of parentalsupport were thus coded based on this theme.
Although the themes that emerged in Hispanicas well as non-Hispanic
interview transcripts were mostlycomparable, vital differences existed interms of
how these two groups experienced,interpreted, and expressed issues relevantto these
themes. For example when askedabout their goals for participation in the EvenStart
program, achieving a sense of worth and independencewas a common theme that
emerged from the interviews of both Hispanicas well as non-Hispanic parents.
However, Hispanic participants linked theirsense of worth and independence to their
ability to communicate in English,or drive a car. For non-Hispanic parents, on the
other hand, their sense of self-worthoriginated from their ability to get off of welfare
or find employment. The following discussion highlightsthe commonalities and
delineates the subtle, yet vital differencesthat exist between Hispanic andnon-
Hispanic Even Start participants.
Educational Background and Family History
Childhood experiencescan facilitate or prohibit an individual from achieving
his/her life's goals suchas educational success or economic self-sufficiency. A myriad
of factors such as accessibilityto education, economic status, parental support and
encouragement, school environment, and self-motivationinfluence an individual'sability to learn. Interviews with EvenStart participants revealed a number of
circumstances and conditions during childhoodthat hindered their ability to achieve
academic success. The three mostcommon themes that emerged in the interviews of
both Hispanic and non-Hispanic participantswere poverty, inadequate parental
support, and uncooperative school system.
Without surprise, povertywas an important determinant factor in Hispanic as
well as non-Hispanic participants'academic failure. However, how an individual
experiences poverty is associated with his/herrace, ethnicity, country or even the
neighborhood he/she was raised in. Fora child living in a developing country poverty
may mean living in a large family withoutaccess to clean water, food, and education.
On the other hand, for a child raised ina developed country poverty may mean living
in an inner-city neighborhood, oftenin an abusive environment, withoutaccess to
good schools and incessantexposure to violence and drugs. Interview transcripts of
Hispanic and non-Hispanic participantsillustrate such differences clearly.
Hisnanic Participants
For all 35 Hispanic participantspoverty was the important determining factor
in how long they had attended school.All the Hispanic participants interviewedgrew
up in Mexico. These participants were frompoor families where parents could not
afford to send their children to school.Although primary education is free in Mexico,
unifon-ns, books, and other school suppliesare not. Dora described some of the
barriers she faced:
I really wanted to go back to school, butmy mother didn't have enough
resources to pay for it. To send me to school, everything gets39
expensive. There (Mexico)you have to pay for every single thingyou
need. Pencils,papers, books, everything and I hada single mother and
she couldn't support the wholefamily.
In developing countries,poverty and family size are greatly interrelatedand
often one leads to the other.Many low-income families have largefamilies in order to
enhance their family income.As many economistssay "children are viewed as
economic assets, not as economicliabilities" (Weiner, 1991). Parentssend their
children to work so that theycan increase family income and this results inschool
dropout, child labor, andunemployment and thus the cycle ofpoverty continues. A
strong relationship exits betweenschool enrollment and number ofchildren in the
family. In a family withmany younger siblings, the enrollment dropssince the older
kids take care of theyounger ones (Weiner, 1991). Girlsare more likely to drop out of
school than boys. Interviews withHispanic participants portrayed thesesocial
characteristics.
Hispanic participants oftencame from large families where limitedresources
had to be distributedamong many. Too many children in the family restricted
participants' ability to attend school.Rosa explained why she had to dropout of
school. She said:
There wasn't very muchmoney in the house and we all had to help and
go to work. I am hoping myown son will be able to learn more.
Elsa shared a similarresponse:
When I was at school, Iwas a very good student. And I was
participating in competition betweendifferent schools about
knowledge.... And Iwon. This competition was because the school
district was going to givescholarships, but I didn't take it, Iwon but I
didn't take it.. ..1 didn't take it because inmy house, my parents' house,we were 12 in the family and my parents couldn't think aboutit. I
wanted to go to another place. They had enoughtime to think about just
one child, because they had more children, toomany children.
Ramona, another Hispanic participant,grew up in a family of 16 children. She
explained:
I didn't continue school becausemy mom each year had a new baby.
And my parents toldme "you can't go to school because yourmom
needs home help."
Another important theme that emergedthrough the interviews was lack of
adequate parental support. Interviews withHispanic participants revealed that parental
support towards education was closely linkedto their economic status and cultural
beliefs. Universally, it isa common belief that low-income families place less valueon
education. Contrasting this widespread notion,23 of the 32 Hispanic participants
interviewed mentioned that educationwas a high priority in their families. Parents,
however, could not support their children'seducation due to financial troubles. When
asked if education was consideredimportant by her parents, Rosa responded:
My mother really thought itwas very important, because she knew that
for the future, you needed to be ableto read and write. It was simply
because they didn't haveany money.
For Selena's parents, the value they placedon education was dependent on
how much money they had. She explained:
Well, my dad and mymom, I think for them it wasn't really, really
important. They say that it is important,but if they don't have the
money to give to the school, it wasn't important.
An interesting scenario revealed throughsome interviews was that, although
education was considered important byparents, often, it was considered less important41
for girls than boys. Genderdiscrimination is one of the mainreasons for low literacy
rates among women in many developingcountries. Traditional gender roles and
cultural beliefs often force girlsto drop out of school and do household workor care
for younger brothers and sisters.Adriana shared her parents' views:
When I was little my father and motherthought that they need togo to
school, but just for elementary school.Just the men need to go to the
high school and all that stuff, thewoman no, elementary school was
enough.
Angela expressed similar viewsheld by her family:
When I wanted to continuemy education beyond grade school my dad
said no... that only grade schoolwas important. The custom was thata
woman would find it difficult to study because her workwould then to
be a homemaker. It wasn'timportant for a girl to study. When hesaw
that I had good grades he allowedme to attend Jr. High.
Supplementing the poor socio-economicconditions, lack of support from the
school system in Mexico actedas a disincentive for some parents in sending their kids
to school. In many developing countriesgovernment aided schools are underfinanced
and underequipped. Schools lackadequate infrastructure, have high studentto teacher
ratio and are often inaccessible.Private schools, although promise qualityeducation,
are very expensive and unaffordable by low-incomefamilies. Jasmine explained:
We did care about education butwe didn't have the resources to pay for
it. That's usually the problem.In Mexico you have to pay for
education. It's the opposite here,we pay for education here with taxes.
That's what I notice here, it's easierto study because there it costs.
You have to buy everything. Everythingcosts and sometimes they
barely have enough for food. Theyneed to buy books and if you don't
take them, they demand them. It'sembarrassing to have them demand
this. Sometimes theysay if you don't have this by tomorrow we won't
let you into the classroom. And itfeels bad. It's better not togo
because sometimes there isnot the money to buy the needs.42
Also, school was not easily accessible,as many participants lived in small
towns/villages. Many students hadto walk miles to get to the nearest school.Rosario,
explained how hard getting to schoolwas for her:
The school was faraway from my house. I needed to walk aroundone
hour to get to school. When Iwas little, my brothers and I and
everybody walked to school.
Hispanic participants also talkedabout their unpleasant and often abusive
experiences at school that preventedsuccessful school completion. Consuelo,shared:
In Mexico the teachersare kind of abusive. They grab the boardup (the
paddle) for very littlereason.
Another participant described theanxiety produced by her elementary school
experiences and why she droppedout of school:
In school I had much love, but whatI didn't like was the feeling that
the discipline was too hard. Weare not all alike in feelings. I consider
myself very fragile. Dependingon how things are said to me, I am very
sensitive. I understand, but Iam sensitive. If something happens to me I
have that with me. I cannotconcentrate on other things. I can't forget. I
scold myself sometimes toget over it. If I have made a mistake I have
to say it, it bothers me. At school whenI was young we had two listson
the boardthe most dedicated andthe little burros. My namewas on
the board for the most dedicateda couple of times and on the other list
too. I think that damagedme psychologically a little. It was a daily
thing. I was anxiousa lot of time. I consider myself as intelligent. We
are all intelligent. But we all havea learning method. Many times with
children one has to find theway they learn, so that they won't get
frustrated and want to leave school.That's one of the reasons that
children want to leave school. That'swhat I did. I have different
method of learning and they haveto find my learning style otherwise I
will leave my studies. I abandonedmy studies.
Non-Hispanic Participants
The reasons for school failure fornon-Hispanic participants are similar to their
Hispanic counterparts. Poverty, lackof adequate parental support, and uncooperative43
school system were also the threemost common themes that emerged from interviews
with non-Hispanic participants. Althoughthe reasons were similar, the experiences
and the implications of thesewere varied for non-Hispanic participants. For instance,
poverty restricted parents of Hispanic participants insending their children to school.
Parents could not afford the high cost ofthe school system and this resulted in high
dropout rate. Unlike the public educationsystem in Mexico, education in the United
States is both free and compulsory. However,poverty often forced parents of non-
Hispanic participants to leada nomadic life, which created instability in their
children's lives. Poverty resulted in increasedfamily stresses and tensions and this
further resulted in school failure. Suchnuances were apparent in the interviews
conducted with non-Hispanic participants.
Nearly half of the non-Hispanic participants reportedmoving frequently from
one place to another as children. Of the 25 non-Hispanic mothers,10 mothers talked
about multiple moves when theywere children. Parents' of non-Hispanic participants
held seasonal and unstable jobs, whichforced them to move constantly. For example,
Shirley's father was a migrant worker. Shelived in six different states during her
childhood. Shirley explained how frequentmoving has influenced her learning ability.
I went to, I changed schools probablyevery three months. I moved
around a lot! It was really hard forme to attach myself to have
companions or friends, because I knewas soon as I got close to
somebody we were going tomove. Just going to school I was really
good in school actually. I did really well.I was well advanced in
reading and so on and so forth like that. I usedto be really good at
math, but not using those skills,now I get sometimes, trying to bring
myself back up, it's hard.44
Jane shared similar experiences:
Terrible. For one I wasn't placed ina school long enough to really get
to know anybody. I was always moving around here and there.
Different schools, I don't know howmany different schools I went to.
Then I just lost interest in school and endedup not going.
Studies conducted in the United States indicate that living inpoverty creates
stresses and strains in the family and often leadsto divorce, abuse, drug and alcohol
problems or mental health problems (Seccombe, 2000).According to a recent report in
a leading newspaper "children living in persistent povertyare twice as likely to live in
dysfunctional families" ("Measuring Poverty", 2002). Thistheory is strongly
supported by the interviews conducted with non-Hispanicparticipants.
Twenty of the 25 participants interviewed indicated thatthey grew up in
families that were simply chaotic. Issues reportedby participants included living in
abusive environments, divorce of theirparents, drug and alcohol addiction of parents,
and mental health problems. These negative experiences hadlasting effect on non-
Hispanic mothers' well-being and functioning. The dysfunctionalenvironment in the
family resulted in emotional problemsamong children, school-drop out, teenage
pregnancy and drug addiction. Seccombe (2000), states that poverty creates
dysfunctional families, which in turn creates childrenat risk for delinquency. Lisa's
experiences growing up in a low-income familysupports Seccombe's findings. When
asked why she dropped out of school she answered:
Well, I was raised as a Catholic, went to Catholic schools, repeatedthe
3rd grade about 6 or 7 times, butmy father's an alcoholic and he was
beating on me a lot. My mother had 9 children,so there was a lot of
mental, physical pain. So Iwas just really withdrawn, then I ran away
from there when I was just like 11years old and lived on the streets45
ever since. So I never went to schoolto maybe the 3rd, 4th grade. So I
never went to school. And then I hada baby at 14, then just had baby
after baby. Then goton drugs, --- took my kidsaway, and my husband
brought me here to Oregona couple years ago and I was pregnant,and
I divorced him, wentto drug and alcohol, and I've beenclean ever
since.
Another participant echoedsimilar experiences:
I just, a lot of things happenedand I had a really bad family situation
that I was going through.I was getting beata lot and molested and
stuff, so I had to, Ijustdropped out. I kept going backto OSUC and
said forget it, arid then Igot pregnant with my daughter andmy whole
life totally changed. 1 just,I went through hell with her, beingpregnant.
Quite a few times she almostdied, cause I'd drink really heavyand her
heartbeat stopped quitea few times. And it's just a whole bunch of
chaotic, so...
As a result of poverty andfamily problems associated withit, parents of non-
Hispanic participants failedto provide adequate support andencouragement towards
their children's education.Research indicates that childrenfrom low-income families
have on average, lesseducationally stimulating homeenvironments. Although parents
recognize the need to provideeducation to their children, thesignificance of it is
overshadowed by economicand emotional distresses in thefamily. Rachel described
how her mother's lack ofsupport and encouragement led to hertroublesome behavior
at school.
Yeah, I went to school, but Igot in the wrong crowd andmy mom
didn't want to be involvedwith me in school. She didn'tencourage me,
she wouldn't helpme with my homework. I couldn't get intosports
because she couldn't afford itor anything. I was just, I always hadmy
head down and I alwaysgot in fights. I got into drugs reallybad, and
everything else. I've been cleanfor five years now, And I just kept,
every time I went to school, I wouldn'tgo, I'd skip. I'd say I'm going
to school and I'd leave andgo party or whatever. Get in lots of trouble.Carmen's life experiences summarize thedamaging and lasting effects of
poverty on a child's well-being and functioning.Carmen's mother was a drug addict
and had mental health issues. Whenasked about her school experiences she explained:
Junior high was a very bad time. Igot into drugs, I was living in a
condemned house. My momwas really sick, I ended up getting shot. I
had a bullet go throughmy brain by my brother. That was not a good
time, I dropped out, toldmy principal to fuck off, that their school
sucked, and I hated all the teachers, and theirstudents were rude and I
wasn't coming back. Iwas not nice. I was very rebellious I guess is the
word.
Carmen ended up dropping out of school andhad two kids. At the time of the
interview Carmen was strugglingto get a GED and find employment and getout of an
abusive relationship.
In addition to family problems that hinderedthe successful completion of
school, several participants describedthe bad experiences they had with teachers that
influenced their desire to stay in school.For some participants, a particular event at
school had a long-lasting impact, whereas,for others the overall school atmosphere
didn't fit well with their needs and expectationsand thus resulted in school failure.
Nancy, when asked why she droppedout of junior high, replied:
Urn, it was the teachers. Itwas, I loved homework, I still love
homework to this day, Imean, if I take work home I can get it done and
it's jut fine. But urn, the teachers, they didn'thelp you, they were just
like, you know, if I asked them "well,can you help me do this
problem?" it's like, well here's theanswer. It's like, you can't learn that
way. And it was really frustrating to me,so it was like, me, I just didn't
deal with the problem,you know, don't even go there.47
Tracy explained how her bad experiences withteachers coupled with problems
at home led to her failure at school. Tracy droppedout of high school at10thgrade
when she got pregnant.
Well one teacher told me that you're stupid and you'renot gonna
amount to anything. And that's when I just hada low self-esteem, plus
my mom wasn't a very big help for me. She did everything forme, she
didn't know what to really do. She didmy homework for me, she made
my bed for me, she didn't know what to really do. Shewas in a bad
relationship with my dad. Shewas married to my dad for 27 years and
finally got a divorce. My dad, Iwas his little girl up until the first time
he found out that I was havingsex. Then I didn't turn into a little girl,
he kept abusing me, groundingme, all that type of stuff. Saying I can't
go nowhere, dah, dah, dah. Telling me that I was big, Iwas fat, I was
all this stuff.
Reasons and Goals for Participation
The quest for self-sufficiency and independence is the vitaltheme that emerged
through interviews with Hispanicas well as non-Hispanic participants, when they
were asked about the reasons and goals for participation in the Even Startprogram.
Both Hispanic and non-Hispanic parents expresseda strong desire to be independent
and make a better life for themselves and their family.While the common goal among
Hispanic as well as non-Hispanic participants isto achieve self-sufficiency, the
processes and steps involved in achieving these goalswere ofien determined by their
previous life history, and ethnic origin. Asone early childhood educator succinctly
stated, when we strip the details of cultural practices,beliefs, and experiences away,
there are very basic conimonalitiesamong all individuals. In order to ensure effective
multicultural practice, it is vital to identify the commonalitiesas a basis for
understanding while preserving and honoring differences(Becker, 1995).48
For a Hispanic participant, achieving self-sufficiencyis strongly linked to her
ability to acculturate to the mainstreamAmerican culture. Acculturation is definedas
the "process by which people ofone culture learn to adjust their behavior to
accommodate to the rules and expectations ofanother culture" (Mayden, Castro, &
Annito, 1999). In order to function wellin a foreign country and gain independence,
Hispanic mothers had to master criticalskills such as an ability to speak in Englishor
obtain a driver's license.
For non-Hispanic participants,on the other hand, the path to achieving self-
sufficiency involved forgetting theirpast, refocusing their priorities and gaining
academic and job skills. The followingdiscussion highlights the commonalities
between Hispanic and non-Hispanic participantswhile focusing on the cultural
diversity and ethnic characteristics of thesetwo groups.
Hispanic Participants
All the Hispanic participants interviewed forthe purpose of this study were
immigrants from Mexico. Asa result, these women experienced changes in their
identities, customs, andways of life. In the process of acculturation, Hispanic
participants adjusted their behaviorto accommodate to the mainstream American
culture. They identified the needto be independent and build social relationships in
order to function well in the Americansociety. The critical step involved in
acculturation and achieving independence forHispanic mothers was learning English.
The interview transcripts indicated that nearlyall the Hispanic participants had littleor
no ability to speak in English when they entered Even Start. Thishindered their abilityto perform both simple and complex lifetasks such as communicating with the doctor,
or their children's teacher.
The opportunity to learn English is theprime reason that many Hispanic
participants enrolled in the Even Startprogram. Jasmine explained why she joined the
program:
The principal thing was that I wantedto learn English... I didn't know
anything. When Sylvia gaveme the test the only thing I answered was
my name. That's all I knew.
Selena expressed similar sentiments:
I want to talk more English. And Iwant to learn about the
rules...Grammar.. .and they are teachingme, they teach me about
computers.. .because my husband has computer and I didn'tknow how.
Now I know and I dosome things there, letters, and a lot of things.
For Hispanic parents, being self-sufficientalso meant being actively involved
in their children's education bycommunicating with school teachers, helping children
with homework or making important decisionsabout their children's education.
However, lack of English language restrictedtheir ability to involve actively in their
children's education. As a result, Hispanicmothers often felt frustrated and
incompetent. Rosario expressed her frustrations:
When I first started tocome to Even Start I couldn't speak English and
I couldn't have a good relation withmy children's teachers. So I was
very frustrated.
Ramona also shared:
When I started Even Start, the main goalwas to learn English because
my children ask for help when they are doing their homework. AndI
couldn't answer and I needed to learn Englishto help my children,
basically.50
Learning English also meant thatfamilies were able to actively participatein
the life of the community andinteract with different people, be ita grocery store clerk
or their children's doctor. Rafaela related:
My goal was to learn Englishso I could communicate with the
pediatrician and with my doctor.
Another mother enthusiastically explainedher desire to be a part of the
community. When asked why she joinedEven Start she said:
Like the brochure said, tomeet new parents, share with others, learn
English...This is a great opportunity becauseI was going to embrace
everything-I was going togo out, to be entertained, to have friends. My
children were going to have friends,play with others andgo out and
come to school.
For an immigrant, a simple skillsuch as an ability to drive,can act as an
important aid in successful acculturationinto the American society. Inabilityto drive,
although may seem to bea minor issue, often aggravates the stresses and strainsthat
many Hispanic parents endure during their transitionto a new society and culture.
Their inability to communicate inEnglish, and inability to travel fromone place to
another may lead to social isolationand thus serve as a huge barrier in theparents'
pursuit of building a social networkor achieving independence and self-sufficiency in
an unfamiliar world. Thus, another criticalstep mentioned by Hispanic participants in
achieving their independence involvedlearning to drive and gettinga driver's license.
Francisca related:
I have been in the United Statesfor about two years. Ina year that my
daughter was born we lived inHarrisburg. Then I didn't know English.
I didn't go anywhere becauseI didn't know how to drive. Itwas too far
but afterward, in Aprilwe moved here because I felt it was better for
my daughter if we lived in the city. Shewas now growing and I wanted51
to learn English. Then I found thisprogram. When they called me I
came because I was very interested.
With time, the goals of Hispanic parents transformed.Participation in the Even
Start program and interaction with other parents andcommunity members encouraged
parents to build new goals and set higher standards for themselvesand their family.
Damita joined Even Start with the goal of learningEnglish. Gradually, she realized the
need to have a GED and find a better job. Damita said:
My goal was to learn English basically, because just inthat way I can
grow in this country. Now my goal is to still learn English, but Iwant
to get GED to get another jobor something, something better.
The above discussion provides insight into the processes Hispanic participants
undergo in adapting with the mainstream Americanculture. The goals set by Hispanic
mothers indicate a desire to converge from traditional Hispanicnorms and culture to
the mainstream American culture, although thisconvergence may still be less
prominent.
Non-Hispanic Participants
Similar to their Hispanic counterparts, the emerging theme fromnon-Hispanic
interviews was also the desire to achievea sense of independence and self-sufficiency.
While Hispanic parents had the challenges of adjustingand adapting to the American
culture, non-Hispanic participants often faced the challengeof severing the influence
of their past, often troubled lives in theirquest for self-sufficiency. The goals for
Hispanic as well as non-Hispanic participantswere the same. But the motivations and
processes involved in achieving the goals varied.52
The primary reason given bynon-Hispanic mothers for participating in the
Even Start programwas an opportunity to attain GED. Pat said that whenshe first
came to Even Start she hoped for, "a better life! Iwanted to get my GED, really, really
bad. And I did that."
Laurel also described her desireto lead a better life:
Well I wanted.. .my GED anyways. My husband prevented me from
doing a lot of things. I wantedto get my GED done, I wanted to get
some computer training, and I'm going to do that thissummer. And
then I just wanted to getmy life straightened so I can raise my
daughter. I don't want to beon welfare.
Another mother, who has endured domesticviolence in her marriage,
explained how hopeless her lifewas before Even Start and what motivated her to get
into the program.
I've never really had likea long term picture because nobody ever told
me, well you've got to start thinking about fiveyears, ten years from
now. Nobody told me that. I didn't even know. I'm only 20you know,
I didn't know nothing. I lived withmy kids' dad you know, and it was
like, I didn't think about anythingcause he works two jobs. So I didn't
think about anything, until I left himone day and I didn't have a dime
in my pocket, nothing, and I hadto go because he was hurting me
really bad so I left. And itwas while he was at work, so of course I
didn't have no money, he didn't giveme any. And so then I decided
that I wanted to get my GED, learnsome computer skills, cause there's
a lot of things I want to learn other than justcomputer skills, and then
do my paid work experience.
Stricken by poverty and problemssuch as abuse or poor health,many
participants experience depression andother emotional problems. Many parentswere
forced to rely on welfare dueto their inability to find employmentor find accessible
and affordable childcare for theirchildren so that they cango to work. Welfare53
dependency led to poor self-esteem and despair in life.Jane, when asked what it was
that made her decide that Even Startwas for her answered:
I hoped for my self worth. I wantedmore self worth and to be
independent. Depend on myself and to get off welfare,which I'm
working my way off of it.
Rachel expressed similar sentiments stating that:
My goals, basically to get my GED and justto feel confidence, like I
said before. And self-esteem and control ofmy life. Just, they're all for
my daughter basically and for me. Cause like I said, I wantmy
daughter to have, like I never had. Imean I don't have nice clothes,
everything, I want her to have everything. I didn'tget that, I was
always, I had to wear hand downs and everything andI don't want that
for my daughter. I want to have friendstoo. I hate welfare.
Although Hispanic families enjoyed the childcareservices provided by the
Even Start program, for non-Hispanicparents, provision of childcare was a major
incentive in attended the Even Startprogram. In order to get off welfare and gain
independence they needed a safe andsecure place to care for their children. Parents
were pleased with the childcare services provided by Even Start and the
accompanying parenting lessons. The family focus of theEven Start program
facilitated parents to work towards not only their educationalbut also parenting goals.
Regina explained her reasons for participating in theEven Start program:
There was childcare. And theprogram wasn't just based on books. It
was more of a physical thing. Like your parenting.. .Yeah. Parenting
classes, you know, you sit there andyou read all these books, but
where's the experience,you don't get anything from reading the books
you know. I have two kids, but reading the books and watchingmy two
kids at the same time, it's not thesame.54
Another mother said:
Childcare and plus it's like it'sa family orientation, I'm involved with
Sandra at her school too, and then plus gettingmy education at the
same time.
Kristina was pleased about the opportunity that all herfamily members can go
to school together.
My first initial thought was, the girlscan go to school, cool. And so we
can go to school together and they'll be in like an almost Head Start.
And so I was kind of thinking about them,cause they're not in school
yet and I thought it would be a really good thing for them.And the
computer really interested me.
Changes Attributed to Even Start Participation
The participants interviewed in this study reporteda variety of changes due to
their participation in the Even Startprogram. The emerging themes through the
interviews of Hispanic as wellas non-Hispanic participants were changes in literacy
and life skills, personal changes suchas increased self-esteem and self confidence,
changes in parenting behaviors, changes in their kids,and relationship changes with
family and friends. The changes reported byparents directly link to the four main
components of the Even Start program, Adult Education, Parent Education,Parent and
Child Time Together (PACT), and EarlyChildhood Education. The adult education
component had a major influence on the literacy skills and life skillsof the
participants. The parent education component and PACTchanged the parenting
behavior and improved parent-child interactions. TheEarly Childhood component
helped the children of Even Start participantsprepare for school and develop social
skills. Interviews with Even Startparents not only revealed the independent effects of55
each of the four Even Startcomponents, but also illustrate the overall effects of the
Even Start programon participants' lives. The following sectionsare organized
around the five themes mentioned earlier,which demonstrate the changes reported by
Hispanic and non-Hispanic participantsdue to their participation in the Even Start
program. Similarities and differences between Hispanicand non-Hispanic participants
are highlighted.
Literacy and Life Skill Changes
The literacy and life skill changes participants'experienced were closely
linked to their ethnic origin. BothHispanic as well as non-Hispanic participants
reported they had better educational skillsand job skills. However, interviews with
Hispanic participants shed lighton the cultural adaptation processes these immigrants
experienced and illustrate how the acquirednew skills facilitated effective
acculturation of thesewomen to the American society.
Hispanic Particivants
For Hispanic parents the most often mentionedskill development centered on
learning English. Historically, Englishlanguage proficiency has been an important
measure of acculturation (Schauffler, 1994), and Hispanicmothers indicated immense
improvement in their ability to communicatein English. Knowledge of Englishwas
positively associated with increasedindependence among Hispanic mothers. One
participant explained briefly when askedin what ways Even Start has helped her most.
She said, "Well, here it's really beenEnglish".better.
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Felicia enthusiastically explained howshe is able to understand conversations
I for example, would go to the store andI wouldn't understand what
people were saying andmy husband would say, "Felicia, I'm going to
send you to school one day." And Iwould kind of hunch up and skooch
down because I felt so... Now, Igo to the store and I say, "Is this what
they said?" and I understand thema little bit and now he says to me,
"Hmm, you're learning." So lots has changed.
Graciela was pleased that Even Start helpedher interact well with her
children's teachers.
Before I was too embarrassed to talk withmy kids' teacher. Now I am
able to talk with some of their friends.I'm able to talk with the
teachers. Before I couldn't fill outpapers, now I am able to fill out
papers. And before I couldn't send notes to school,now I am able to
send a note to my kids' school.
Apart from learning English, another practicalskill mentioned by many
Hispanic parents is their abilityto drive and get a driver's license. Nearly all the
Hispanic mothers hadnever learned to drive before and were dependenton their
husbands or other family members fortransportation. Learning to drive and obtaining
a driver's license was often cited as an important achievementand participants derived
a sense of independence and self-sufficiency dueto their ability to travel from one
place to another.
Jackie expressed the struggles that shewent through in order to get a driver's
license and the sense of gratificationshe derived after getting it.
And then just last year I gotmy driver's license. I worked really hard
on that. And I got it. I had a hard time with it because I couldn't
understand, but I fmally got it and it'sa good feeling. I can take my
daughter to school and don't haveto wait for somebody to pick me up,
and I can come here too.57
Carina explained how gettinga driver's license helped her be more independent. She
said:
For two weeks now I've also obtainedmy driver's permit. I'm
practicing now because it'sone of my most important goals to learn to
drive a car because this will makeme more independent from my
husband. I can take myself andmy children and go wherever we please,
places to have fun and including drivingto school. This is most
important, that my husbandno longer has to bring them.
Traditionally, Hispanic families placestrong emphasis on the role of womenas
caretakers and mothers (Mayden, Castro,& Annitto, 1999). Women usuallystay home
and take care of the family, whilemen adopt the role of breadwinners and heads of the
household. Although Hispanicwomen still hold on to the traditional gender roles and
are family oriented, due to the influence of socialand economic forces, they change
and adapt to the dominant Americanculture. The low-income levels of Hispanic
families often forcewomen to find employment and supplement the familyincome.
Also, Hispanic women adopt the mainstreamAmerican values, where bothmen and
women work and support family.
Participation in the Even Startprogram prepared Hispanic mothers to acquire
job skills and find employment. Abilityto speak in English and drive encouraged
Hispanic parents gain confidence infinding employment and builda better future for
themselves and their family. Damitaexplained how her improved knowledge of
English helped her seek employment. Whenasked how Even Start has helped her, she
replied:
Even Start helped me to makesecure to myself. Because now I can
listen or I can talk a little bit and I feelsecure about that. I don't needan interpreter. I called the employer, filled out the application. I feel
secure about it. This is more better.
Not only did the Even Start program helped Hispanicparents seek
employment, it also helped some in establishingcareer goals. Participants realized the
need to find stable and secure jobs instead of working in dead endjobs with no
opportunities for growth. Sabina currently worksas a cook in a local restaurant. She
expressed her confidence in findinga better job in the future with the help of Even
Start.
And now that I come here to Even Start, I know that Ican get a better
job if I learn, and now I know what I want to do. I would liketo work
as a receptionist some day, and my daughter says, "oh momma, it's
going to take you like 10 years." It's not going to be that long.
Non-Hispanic Particiiants
Similar to Hispanic participants, non-Hispanic participantswere also
enthusiastic about the academic and job skills they acquired through EvenStart
participation. While learning Englishwas the primary skill reported by Hispanic
participants as the most important accomplishment, non-Hispanic participantsmost
often mentioned about their ability to obtaina GED. For Hispanic participants learning
English was a stepping-stone in adapting to the Americanway of life and achieving
personal and financial independence. Non-Hispanic parents perceived acquiringGED
or a High School diploma as an essential skill in order to obtain ajob and achieve
financial independence.
Pat became a mom when shewas a teenager and dropped out of high school.
She explained the importance of finishingup her GED and getting a job. Pat said thatwhen she first came to Even Start she hopedto get her GED. She said, "I wanted to
get my GED and I wanted togo through jobs and get ajob. And I'm going to do that
this summer.". She enthusiastically listedall the skills she gained through GED
training:
Well, I've worked on my GEDever since I got here and I took all my
GED tests and I need to takemy math test and then I'll have my GED.
And teacher Linda, she's great. She'sa teacher. She's taught me how.
When I came here I couldn't spell anything. Ican spell now and I can
do math. I didn't understand mathat all. They thought I had a learning
disability, but Linda just founda way to show it to me and I get it now.
I can do geometry and stuff.
Regina expressed her determinationto get a high school diploma. She said, "I
won't settle for anything less thana high school diploma. And it's been working out
pretty good." She continued, "I'm doing pretty goodyou know, just right before the
last of day of class I completeda subject."
Cindy, who has endured domestic violence in hermarriage, said when
she first started Even Start she wantedto get her GED. She said:
I'm going to take my last test tonight and I've passedall the other tests
like on the first time with highscores and things like that. Things I
didn't think I was evergonna able to get when I was in, you know.
She also wants to learn computer skills anddo paid work experience. She said 'That's
what I'm doing starting June 25', is doingcomputer classes at Greentree and then
doing the paid work experience in the afternoon."
Similar to Hispanic participants, Even Start participationnot only helped non-
Hispanic participants improve their academicskills and learn job skills, it also helped
them set career goals and sometimes redefine theircareer goals.Laura, talking about the support Even Start hasprovided her, said:
I got my food handler's permit,so it's easier to look for work. But I
still didn't find a job. Applied ata lot of places though. But I think they
(Even Start staff) were pretty helpful about it though.
Heidi, who had been participating in Even Start foraround a year said:
Before (Even Start) Ijust wanted togo out and find a job. I didn't
really know what I wanted to do. Just whateverpays, just get a
paycheck. But Tonya, she (said), 'all right, just don'tgo out there for a
paycheck. Find ajob that you want to getup and be happy to go to
work'. So probably yeah,now, instead of just going out to try and find
a job, getting a directive into what I want to do and justgo towards that.
Then I can just stay there and not have togo from job to job.
Personal Changes
Both Hispanic and non-Hispanic parents reported positivechanges that they
attributed to their participation in the Even Startprogram. The academic and job skill
accomplishments and other life skills contributedto the participants' feelings of self-
sufficiency and self-esteem. Another change reportedby Hispanic as well as non-
Hispanic parents is the ability to set goals for themselvesand their family.
Hisnanic Participants
Increased ability to communicate in English, abilityto drive, and newly
acquired job skills facilitated the acculturationprocess for Hispanic parents.
Educational attainment and ability to drivea car encouraged Hispanic parents to do
things on their own and gain independence. This resultedin increased self-esteem and
self-confidence. Following are theresponses from Hispanic parents when asked in
what ways Even Start has helped them themost.61
I'm really shy too, but now----- I don't feel, I feel more secure. I can talk to
different people,------ I don't feel so, like I'm in my own little closet. I can talk
better to other people.
I'm learning a lot and they've givenme self-confidence, which I didn't have
that before. And I feel more confident andmore secure. And I used to be really
shy and quiet, but they've helpedme be around other people.
Since I started ES improvedmy self-esteem. Because now I feel value in me.
A good value. Before when Igo to the doctor, I always was thinking about
who is coming to helpme. Now I don't need it.
Increased self-esteem and independence encouragedHispanic participants set
goals for themselves and their family. Theresources and support provided by the Even
Start program and its' staff helpedparents not only achieve their short-term goals, but
establish long-term goals for the well-beingof the entire family. Consuelo reported:
I have goals now and that if I hadn'tcome to school I might not have
set for myself. I have goals to get my GED, tocome to class until I
learn English, later on geta home. These are goals that can be reached
eventually. I don't want to set impossible goals that I can'treach. I
want to set reachable goals and then go on to the nextone.
And Lupita said:
It's more clear now. It's more clear. Because I knowI have, I feel more,
I can make, I feel close. My goalsgonna be, I don't know, I gonna be in
different ways, I can getmore better job, I can call my caseworker.
Maybe not [in the] short time, but I,now I have dream get some help
for my family.
Rosario talked about how Even Start helped her redefineher goals and have a
better life for herself and her family.
I changed my mind about the future because before I thoughtthat it was
very good to have just one job, and have my children have a house and
that's it. But now I think that is not enough. All the time thereare a lot
of things that we can get,or we can like a better job, a better relation
with the other, education formy children, and I think beyond than one
point.62
Non-Hispanic Participants
Similar to their Hispaniccounterparts, non-Hispanic parents also reported
increased self-esteem and self-confidencedue to Even Start participation. Poverty,
unemployment, welfare dependency,and abusive relationships led to depressionand
low self-esteemamong non-Hispanic mothers. Increased academicskills and job skills
contributed to participants' feelings ofself-sufficiency. As a result, similarto Hispanic
parents, non-Hispanic parents also reportedkey changes in their psychosocial
development, which were illustrated inthe following comments:
When I first came here I wouldcry every second. Everything I said, I
would cry. My self-esteemwas just so low and I think now that I don't
care what people think, they can laugh, I'm helpingmyself.
Motivation, confidence, esteem, I justfeel a lot better about myself and
the way I go about doing thingspersonally, myself.
Well my confidence andmy esteem have got really, really high. It'sa
lot better than it used to be. I usedto have my head down all the time.
Now it's up. I've, I learned toput my daughter in front of everybody
else. I've put my foot down, I standup for myself now, a lot more than
I used to. I tell people what'son my mind, they don't like it, and then
there's the door.
Non-Hispanic parents also reportedthat Even Start helped them set goals and
offered them help in attaining theirgoals and aspirations. Regina explained the
changes she experienced after participationin the Even Start program and how much
Even Start has influenced herperspective towards life.
Just total development, everything.I'm just, in general I am justa better
person. I have more goals. They basically taughtme of goals, you
know, before I was like,a piece of paper, tear it in half, yaaah I did it,
you know. And now I have goals. Howam I going to tear this piece of
paper in half, Which way is half. Do I want it sidewaysor, and it's63
made me a more patient, it's just, it's donea lot! You know, it's not just
one specific thing that's done the most, it's donea lot.
Kristina described how stressful lifewas before Even Start and how Even Start
gives her a sense of direction andpurpose.
I've thought about going to LCC and takingclasses. It just kind of
opened the door to life, instead of thinkingyou're at home all the time
and realizing, youcome here andyou realize, well, I can do something
later. They're really positive people, they'rereally positive. The teacher
especially, she's like never negative, she'salways positive. And I like
that. It like helps me think, like bringsme up, you know what I mean.
From being down, thinking, oh I'mso young, I have three kids, I don't
have any friends, and Inever get out of the house. I never go anywhere,
I'm always cleaning up and yellingat my kids, and you know, I come
here and it makes you feela lot better. Well maybe I can go to school,
maybe I can get a job, maybe, knowwhat I mean?
Parenting Changes
Parent education is an importantcomponent of the Even Start program.
Knowledge about children's growth anddevelopment and better parenting skillsare
offered to parents through Parenting andChild Time (PACT), parent supportgroups,
guest lectures, and classroom discussions. Although,Even Start parents enter the
program with the goal of achieving their GED and findingemployment, often report
that the parenting programsare most helpful. Interviews with Hispanic andnon-
Hispanic participants revealed thatparents reaped considerable benefits from
parenting classes, mainly, increased literacyinteractions with their children, increased
confidence in parenting, and appropriatedisciplinary strategies. Both Hispanic and
non-Hispanic parents reported that whenthey first entered the program they had
limited knowledge and skills in involvingtheir children in learning activitiesor using
appropriate disciplinary strategies. Thissupports the argument by Lesar, Espinosa, and64
Diaz (1997) that maternal education andsocio-economic status have more influence
on how mothers interact with their children than cultural differences.Although the
cultural background and life history of Hispanic andnon-Hispanic participants were
different, economic status and education levelsseemed to mainly determine the
quality of parent-child interactionsamong both these groups. A study conducted by
Laosa (1980) revealed that differences in teaching behaviorsof Mexican-American
and Anglo-American mothers disappeared whenthe education levels of mothers in
both groups were the same. The following discussionillustrates the role of mother's
education on parenting behavior.
HisDanic Particinants
Living in an unfamiliar culture and inability to speak in Englishmakes
parenting a challenging experience for Hispanic participants.For instance, Hispanic
parents inability to communicate in English restricts them from actively involvingin
their children's education. Asa result, parents often feel incompetent and insecure
about themselves. Also, Hispanicparents are more likely to feel uncertain about their
parenting abilities, as their beliefs about effective parenting oftenconflict with the
norms and expectations that exist in the American society. For example, Mexican
mothers have been found to use more controlling teaching behaviorssuch as,
commands, corrections and physical disapproval, whichmay conflict with the
teaching behaviors of the American system (Lesar, Espinoza,& Diaz, 1997).
Interviews with Hispanic parents exemplify the uncertainties andfears
experienced by parents. In addition, the interviews also illustrate therole of Even Start65
in helping parents overcome their inadequaciesand practice healthy and appropriate
parenting practices.
The level of acculturation ofa parent has a considerable influence on the
parent-child interactions. Parents' lack of English fluencymay lead to uncertainty and
feelings of inadequacy in interacting with theirchildren and involving in their
education. For instance, Katrinawas fearful of being an ineffective parent because of
her inability to speak in English. Before sheentered the Even Start program, she said,
as a parent she was "More afraid." She added, "I think because of differentlanguage."
She was unsure if she would be ableto communicate with other people effectively.
For instance, she said, "if they get sick, probablyI can't communicate with the
doctor."
Adriana expressed similarconcerns. She said, "before I came to Even Start I
felt that I was not a good mother. Because I didn'tknow how to handle things with my
children."
Lack of English speaking ability and transitionto the new society and culture
may pose challenges to Hispanic parents in effectively fulfilling their parenting roles.
Rafeala explained:
Before (Even Start) whenever hewas crying, my baby was crying, I
didn't know what to do. Andnow the teacher teaches me how, what to
do, like she gave us, showedus a video on colicky babies and I didn't
know what to do here in this country. Because I know in Mexico,but
here it's very different.
Carmela's interview illustrated the conflicts and challengesimmigrant families
face in adjusting to the mainstream American cultureand how it affects their parentingabilities. She shared how the educationalsystem in the United States differs from
Mexico's and how she slowly is alteringthe expectations she has for her children.
Perhaps I give them (my kids) too muchhomework. I can't help it,
because of the way it was in Mexico. If they don'tdo a lot of work then
I feel that they haven't done enough. Sometimes,they say, "Mom,
Please." Sometimes I ask that they do the wholebook and I ask why
not? And I tell myself thatmay be I am pushing them too hard. I
shouldn't be so hard. My system is hard forthem and the school
system. I have to take that in to consideration.
Participating in the parenting classes instilleda sense of confidence and
reassurance in Hispanic parents. Even Startprogram helped parents remove the
language barrier by providing themEnglish as a Second Language (ESL) educational
program. During parenting classes parentswere provided an opportunity to raise
questions, express concerns and share eachother's experiences. These enriching
experiences removed intimidations facedby newly immigrant parents, promoteda
sense of confidence, and enhanced effective parent-child interactions.The following
excerpts, illustrate the increased confidenceparents gained through Even Start
participation.
(I have) more confidence. Whenmy children would ask me something
before, I would answer I don't knowor something similar and now I
take the time to explain.
I am more confident more clear inmy ideas. My children are very
happy with me and they ask for help and Iam able to help.
Participation in ESL classes and home visitsencouraged parents to be their
children's teachers, which is the main objectiveof the Even Start Family Literacy
Program. More than half of the Hispanicparents reported that literacy activities at
home increased due to the parenting classes.Parents realized the need to read to their67
children, learn about children's school, and involve childrenin literacy activities at
home, and thus foster their children's educationalsuccess. In many families reading to
children has become an important daily family activity. Jasmineexplained the changes
that she experienced after participating in the parenting classes.
I spend more time with him. I didn't make time for himbefore. I spent
most of my time with cleaning etc. I learned at school thatwe need to
spend time with our children even if it's ten minutes, but thatwe spend
time with them.
She commented on how Even Startgave her the support and skills to get
involved in enriching literacy activities with her child:
I never read to him before. I never showed him books.I thought he
doesn't understand me, how am I going to show him?Now since we've
also learned about the development of the childnow I know about these
things and I read to him. He's gottensome books as gifts. So that he
doesn't listen to the same story, I tell him anotherstory with the same
pictures.
The following quotes further illustrate increased literacyuse and involvement
of Hispanic parents in their children's learning.
Before I participated in Even Start, Inever read anything with my
children. But now every night Igo with them to bed and write
something, and read something, and I spendmore time with them than
before the program.
Everything changed because therewere a lot of things that we didn't
know about parenting that nowwe know and we know things about
how to educate our child and how to educate them, how to teach them.
And really I think that's the most important part.
I never realized it was so important to talk to them read to themand
show them games. I didn't think about that. I'veseen families that
wake up, eat, and say sit down because I'm going to do housework.
When they cried, eat again. I didn't realize how important itwas.Increased opportunities to learn anduse literacy encouraged Hispanic parents
to offer creative learning experiencesfor their children at home and outside. Useof
books and reading materialsat home drew parents' attention to theuse of other modes
of literacy training with their kids.Parents learned how to usesongs, language games,
and outdoor activitiesas enriching learning experiences. For example, Selenauses
songs as a mode of literacy training at home. She said,"Sing songs with
her...breakfast is fun and Ipay more attention ..." Similarly Damita explained:
Before I came to Even Start I didn'trealize what I have to do withmy
children to keep their attention. Forexample, the kids, my kids arevery
active. I didn't know what Ican do with that energy. But, now I can do
different activities with them, likecut magazines and paste different
things.
The strength and success of the EvenStart program in promoting family
literacy lies in the bilingual teachingenvironment it provides to immigrant families.
Hispanic families are provided literacymaterials in both English and Spanish, which
not only helped retain their native languageability but also built their English
language proficiency. Availability ofliteracy materials in Englishas well as Spanish
provides a supportive and culturally sensitiveenvironment and helps parents feel
competent in involving in their children's education.Rosa explained bow the bilingual
environment promoted literacy in her family.
I am teaching everything in bothEnglish and Spanish, and he's (her
son) understanding everything in bothlanguages. Like numbers and
colors. I ask him questions in bothlanguages, and if we don't know the
answer, we talk about it when we come to this class.
Another often mentioned change reportedby Hispanic parents was changes in
disciplinary practices. Seventeen of the32 Hispanic parents interviewed reported thatprior to Even Start participation theyhad less patience and used punishmentto
discipline their children. For example,Norma said, "I didn't have patience andnow I
do." In the sameway Juanita said:
Before I came, I punished thema lot because I get mad for some things,
like if the older daughter tell somethingthat she wants, doesn't like, I
get mad."
With the help of parenting classes,Hispanic parents not only learned
appropriate disciplinary strategies, butalso improved their relationships with their
children. One Hispanic motherexemplified this:
Before I came to theprogram I was very strict with my children. For
example, if my daughter spilled her milkon the table, usually I'd hit the
child, and I'd punish her. Butnow if something happens like that I talk
with her about the problem,not just say please clean it up. Now it's
different.
Another Hispanic parent explained howEven Start offered her support and
knowledge that is needed to bea better parent.
Oh it was (my parenting) fatal! Noreally, because I'm a real
screamer.. .Now that I am here I'm more patient, I'veput more
attention with the children, andeven with the other child I help him
with his homework. How I thankEven Start for changing me!
Non-Hispanic Participants
Interviews with non-Hispanicparents revealed that non-Hispanic participants,
similar to their Hispaniccounterparts, expressed inadequacies about beingan effective
parent prior to their Even Start participation.However, while language barriers and
cultural differences led to the feelingsof inadequacy for Hispanic parents, for Non-
Hispanic parents on the other hand,teenage pregnancy, lack of parenting knowledge
and experience caused feelings ofineffectiveness. Cheryl succinctly expressed how70
she felt as a parent prior to Even Start, "uninformed.Kind of frustrated." Janis, in
particular, described how as a teenagemom she lacked knowledge and skills to be a
good parent.
I was a bad parent. I got pregnant when Iwas 16, and I didn't want to
be a mom. I would make my mother-in-law takecare of Jack every day
for the first year and half of his life. And I wouldpay people one dollar
to change his diaper. I hated to change diapers. Thenone day Jack fell,
and he ran to his grandma for comfort rather than hisown mommy.
That hurt my feelings really bad. His grandma said,"Janis, what do you
expect? I'm the one who takescare of him." Then I wanted to be a
better mom. I decided to startup Even Start.
Similar to Hispanic participants, interviews with non-Hispanicparticipants also
revealed that parents lacked knowledge and skills in involvingchildren in literacy
activities and using appropriate disciplinary strategies. Lackof awareness and
resources limited non-Hispanic as well as Hispanic parents' active involvement in
their children's educationor practice healthy parenting behaviors. Extensive
conimonalities existed in parenting practices of Hispanic andnon-Hispanic
participants. For instance, both Hispanicas well as non-Hispanic participants reported
that they engaged in limited literacy promoting activitiesat home prior to Even Start
participation. Hence, it is of no surprise that non-Hispanic participants,similar to their
Hispanic counterparts, reported engaging in literacy activitieswith their children as a
vital parenting skill that they gained through EvenStart participation.
Cindy explained how Even Start facilitated herto involve in enriching
activities with her children. She said:
It's been easier for me to get access to like books and things likethat,
where I can copy things and 'cause Inever really knew what kind of
activities should I get for my kids. 'Cause Inever, I was around my71
niece for a little while but she was still, shewas two, when they moved
to Idaho. So, it was like, my daughter's in the years rightnow that I've
never been.. .I'm learning all this stuff that's new to me. So I've been
taking it as it goes and her teacher taughtme to, they give me ideas and
I go buy activities and things like that..crayons, markers, movies.
Similar experiences were reported by other non-Hispanic mothers.
We read more together. I spend more time with,you know, socializing
together.
She (my daughter) likes now that we have like sit down time. We read
to them. Sometimes she likes when I read to her, stuff like. Before I
only did it sometimes, now we do it pretty muchevery day.
We do a lot of different reading, and we makeup like different board
games, or like there's one where Tina has done before where you take a
cereal box and cut it out and put it togetheras a puzzle. You know
you'd never think of doing anything like that. Just different things that
we try to make up ourselves. Instead of you know buying a game or,
which you can't afford a lot of them, butyou know, imagination wise.
Similar to Hispanic parents, non-Hispanic parents also noted considerable
changes in the disciplinary strategies that they practiced. Regina reported how Even
Start classes helped her change her abusive and aggressive behavior towards her child.
(Before Even Start) I would yell. I wasvery, I wasn't abusive, I wasn't
like, I was aggressive basically. I wouldn't spank heror hit her and beat
her, you know, I just, if she made me mad and she got into things that
she knew she wasn't supposed to and I have already told her several
times, I'd spank her and I'd send her to herroom. And I was very
forceful, you know, this is your mess, you made it,now clean it up. No
questions asked, just do it. Because I was basically raising her likemy
parents raised me. And now I'm just...Now I'm more patient with
them. I understand now what they are going through, their mind
frames. You know, when they, when they,my oldest she's very
sentimental. We had some baby birds for two days I took them to the
vet and she got upset and she cried and she cried and she cried. And I,
now before I would have been angry with her, shut up! You don't have
any reason to cry, you just stop. And now, I curled up in the back seat
with her and cried with her. You know, I didn't reallycry with her,
cause big deal. But I let her cry and I held her and I explained to her72
and before, it was just, Iwas more aggressive. Just shut up and stop
crying cause I don't want to hear it. Cause that's theway it was. And so
now I think I'm a much better parent because of their classes.
Pam experienced similar changes:
Work our problems out without yellingat them. It's better to take time
out and talk. So now I talk. Shut the radio off and TV andjust talk and
tell the person what you feel about it, what'swrong. If he had a bad day
from school or somewhereor something wrong about herself or him.
And I sit there and listen to them.
A few non-Hispanic parents also reported that parentingclasses helped them
have more structure at home. Laura explained:
There's more routine now that I'vegone here, because of, she never did
take naps and now she enjoys it because shegets to have lunch early.
She has a set bed timenow and stuff like that. Before she just went to
bed whenever she wanted to.
Another mother discussed how Even Start leadto changes in their day-to-day
activities.
We are more on a routine forone. Schedules, structured. Get up in the
morning and you eat breakfast and thenget ready and go to school, and
then come here and afterwe get home you can have a little snack,
watch TV and go to the park, and then dinner time, and thenclean up
time, and then go to bed. Story timecomes in with bed time.
Changes in Children
Apart from changes among themselves, Even Startparents also talked about
changes in their children they attributedto Even Start participation. increase in their
children's social skills, literacy skills, and behavioralchanges were the most often
reported changes by both Hispanic and non-Hispanicparents. Although, some of these
changes may be due to the result of normalgrowth and development, parents believed
that Even Start promoted their children'smental and emotional development and73
provided better opportunities for them. Time andagain many parents reported that
Even Start promoted their children's social skills andtaught them self-control and
obedience. The oniy difference noted between Hispanicand non-Hispanic parents was
that Hispanic participants most appreciated theirchildren's ability to learn and
communicate in English.
Hispanic Particinants
For many Hispanic childrena discontinuity exits between home and school due
to language and cultural differences. School expectationsare different from home
environments and children's performance at school is oftenhindered due to the lack of
connection between home and school culture. Althoughimmigrant families place high
value on education, they often fail to getsupport from the school system which
inadequately addresses the cultural differences andbilingual issues. The Even Start
program, through it's English as a Second Language component and Parent and Child
Time Together, sends amessage to the Hispanic families that the program values and
respects individual family differences and cultural differences. Immigrantfamilies feel
comfortable in bringing their children to theprogram, thus both parents and children
acquire language and literacy skills. Asa result, children are better prepared when they
attend formal school system.
Interviews with Hispanic parents revealed that they highlyappreciated and
were pleased with their children's ability to speak in English after Even Start
participation. Consuelo, talked about her children:
They have learned English. I have friends that have children aboutthe
same age as mine and they don't know what my daughters knowbecause my daughters have been comingto this program since they
were little. J once told my husband that if I didn't learn English it
would be okay so long asmy daughters learn.
Similar changes were reported by Pilar, whohas a year and a half old daughter.
My child has learned some things in English. Things shedidn't say
before. Before she spoke only Spanish andnow she's speaking only in
English.
Apart from English speaking skills, Hispanicparents were pleased with their
children's improved academic skills suchas ability to draw, read books, paint etc.
Juanita shared:
This program makes themmore organized. Now she can draw and
painting, and before she could not do that...and now she can sing in
Spanish and English. All day she sings.
Ramona, who has two children under theage of eight, answered similarly:
Even Start helped my childrena lot. People who have children at home,
because they don't qualify to get this kind ofprogram, like my nephews
and nieces, they don't have thesame ability that my son has. For
example, my son, my youngestson, can manipulate and handle the
scissors.. .and he has a lot of ability. Myson knows everything about
the sounds, animal sounds, and pictures. What is what.
The Early Childhood Educationcomponent of the Even Start program also
provided an opportunity to children to interact withother kids and improve their social
skills. Even Start set the stage for these childrento establish positive social
relationships with other children. Jasmine, talked about herson.
He's learned many things. He's becomemore social. Before he
wouldn't let anyone hold himor if someone spoke to him he would cry.
But, not now.75
Adriana noted increased self-esteemand social skills in her child.
He's got more self-esteem. It looks like it.He's happier and he's not so
shut out and. .and before he usedto. .and wouldn't bother with his little
friends or anything. Andnow it's like he's got all these friends and he's
blabbing off and on. The teachers have reallypushed him to be more
open. I think they helped him out a lot.
Increased self-control, respect, and obediencewere few other important
changes reported by some Hispanicparents. Following are some quotes from Hispanic
interviews:
Well! The main thing I like about EvenStart is they teach my kid how
to behave good in society.
In the school they teach themto respect and follow rules.
Well! You know, before Even Startmy daughter was one of those, that,
how do you say it? Was always running aroundand always crying and
she was very very active and unquiet andrestless and now she's
attentive to tasks. When I sit downto read her a book, she's not, she's
attentive. She's quieter.
Non-Hispanic Participants
Interviews with non-Hispanic parents revealed similarchanges among their
children like the children of Hispanicparents experienced. Even Start program helped
non-Hispanic children alsoprepare well to school by improving their academic and
social skills.
Kristina was asked whether participation in theEven Start program led to any
changes in her children. She commentedon the academic skills her child has gained:
Coloring, letters.. .that'sa big thing. My four year old, she's learning
her letters. Songs like alphabetsong and you know, kid songs, Ole
Macdonald had a farm, and stuff like that...th
Janis noted that her son, who is in kindergarten, lovesschool. 'Robert can
count to 10, and he knows his colors."
The positive changes in children's social abilities andconfidence were
however, most often noted in non-Hispanic children. Regina hastwo daughters, a five-
year old and a two-year old. She commented:
It's (Even Start) really actually helpedmy youngest with development.
She's very shy, very quiet, and being around all the other kidsnow, she
can, you know, when we go to a park she doesn't have toargue with
the other kids. You know, I want togo on the slide first, she just stands
back and lets everybody go down first and then she'll takeher turn.
And my oldest, she's still shy. But she hasan easier time making
friends. Now she'll walk up and just start talkingto them, you know.
When we're at McDonald's andyou know, there's other kids there
she'll just start talking to them rather than justcome back over and sit
down. So, I think it has a lot to do with being around the other kidsin
the class.
And Kristina said:
I see them improving a lot. They're learning how to talkto other kids,
to share, to get into group activities with other kids.
Non-Hispanic parents also noted the behavioral changes in their children.
Similar to Hispanic parents, they noted increased obedience andself-control in their
children.
To be able to be with kids and teach her touse her words. Like if
something happens, like if she gets hit, instead of her hitting somebody,
to have to her use her words and explain what she wants instead of
crying or yelling. That's one big thing that they've helped her with.
Charlie, has kind of an anger. He's kind of mad and he kind of does
some not so nice things, like throwing things and yelling at people. And
whenever they say it happens, they calmly tell them this is something,
we don't do this here. And again, however many times, and however
many which ways, till he understands we don't do this here. Nicely, not77
don't say those, don't do this, don't do that. It's reallyhelped him calm
down and say okay.
Relationship Changes
Relationship changes are seldom looked into in the evaluationsof family
literacy programs. However, interviews with Hispanic andnon-Hispanic participants
presented evidence suggesting that increased literacy skillsand improved
independence and self-esteemamong the participants had powerful and enduring
effect on the relationships participants' have with other familymembers and friends.
The following discussion highlights the relationshipchanges Hispanic and non-
Hispanic participants experienced and the similarities anddifferences between these
two groups.
Hispanic Particinants
Hispanic immigrants often leave their friends and family behindand migrate to
the United States in search of better economic opportunities. Immigrantadjustment,
low economic status, and acculturation stressesmay have a destabilizing effect on the
relationships of immigrant families. Inability to communicate in Englishand isolation
from family and ethnic community oftenmay lead to feelings of depression. This may
in turn have an effect on the marital and family relationships.One Hispanic mother
succinctly described the challenges immigrant Hispanic familiesendure during their
transition to a new society and culture:
What depressed me more was not having family around, thelanguage,
the climate, the culture. It wasa ball of fire. I felt like a volcano that
was going to blow up. I thought why did I come here? Should I return?
What should I do?Participating in the Even Start classes and interaction withother parents helped
Hispanic parents share their experiences, builda social network, and give and share
support. Even Start program helped families reduce theirlevels of stress by providing
them life skills and a supportive environment.One participant, whose entire family
lived in Mexico, said that Even Start helpedher change her social life. She said, "I
opted for coming out ahead. And if I don'tknock on doors, no one is going toopen
them and if I don't speakno one is going to listen. And no one is going to know
what's wrong or whatmy needs are."
Through Event Start participants establishednew friendships and built a
powerful support network. Rosario establishednew friendships after participating in
the Even Start program. She said:
The program helped me because Inow have friends here. And I have a
good relationship here with other people and I,now I realize that it is
important to have good relation with others.Because, before I lived
alone and I lived just by myself, nobody else, justme. And now, I have
good relationship with other people.
Similarly, Elsa said:
Now I have more friends, because before Icame I knew few people,
but now I have more friends.
The most noteworthy change reported by Hispanic participantsis the quality of
their relationship with theirspouse. Seventeen of the 32 Hispanic participants
interviewed indicated that their relationship with theirspouse changed for the better.
In particular, participants' increased abilityto communicate in English and better life
skills reduced the stresses and strains in the family.Also, participants improved their
communication skills, learned better and productiveways of handling conflict, which79
fostered better relationship with theirpartner. The following excerpts illustrate this
scenario.
He feels more comfortable withme because I can speak English and
when somebody calls by phone, Ican answer the phone. I can say he's
not, or who is calling, stuff like that. Ican take messages for him. All
the time I was very dependenton him. But now I'm more independent.
Before, I think when we got married, I always dependedon him. If I
wanted to go to the clinic he would have to takeme or if I wanted to
buy a dress he would have topay for it because I didn't know English. I
think it has changed a lot. Now Igo to the market myself. I buy what I
want. I drive wherever I want to go. I canpay bills. My husband feels
better because I don't have to dependon him.
Even Start participation provides participantsan opportunity to interact with
other people and learn appropriate and effectivecommunication skills. These skills are
transmitted into home environment and thus positive relationshipsare established
between parents and childrenor between husband and wife. Elsa described how Even
Start helped her establisha better relationship with her husband.
When I'm here in Even Start, I changedmy behavior. Before I came I
was all the time fighting with my husband. Because I was all the time
yelling, yelling at the children, yelling at him, and yellingat everybody.
But now our relation has changed. Because I'mnow under control and
he's fine with that. He's very happy.
Jasmine explained how she learned better communication strategies.
We don't get as angry as before. Now when I getangry I don't tel! him
anything. I wait until I am calm and then I talk to him calmly about
what is bothering me. This way the problem won'tget bigger. Before I
wanted for him to know that 1 wasangry so he would notice me. After
a while he would ignore me because I was angry so often.Non-Hispanic Particinants
For non-Hispanic participants the issuewas not so much about building social
network, but mostly it centeredon recreating a better and more effective social
network. The troublesome past ofmany non-Hispanic participants had negative
influences on their relationships with friendsand family. While some participants
were unable to trust anyone and make friends, others madewrong decisions and got
mvolved in negative and harmfulrelationships. However, Even Start helped them
break down some of their insecuritiesand open up to others. Patwas a teenage mother
who had trouble trusting people and makingfriends. She explained:
When I started here I didn't trust anybody andI didn't like anybody. I
mean, I was nice, I wasn't rude to anybody, but I didn't like anybody
and I actually developed friendships hereand my, I learned how to talk
to people more efficiently so that they hear what I'msaying and not
just the anger that I'm feeling.
For few other participants, too muchtrust and reliance on friends
overshadowed their ability to judge true friendships.Even Start helped these parents
establish better relationships,as Rachel demonstrated:
I realized who my true friendsare. I got rid of all my really bad friends.
And my two friends, we've gottena lot closer and my daughter loves
my friends. If I don't like them I don't hang out with them.
Cheryl expressed similar sentiments:
I'm a little more open eyed. In which friendsI should keep, which
friends I should have.
The increased self-esteem and confidencehelped non-Hispanic participants in
severing the damaging influences of theirpast life and redefine their priorities. The
following two quotes illustrate howtwo mothers learned to be assertive and setboundaries with regard to their relationshipswith other people. When asked how Even
Start has helped them, they replied:
Most important way is because Iwas so passive/aggressive before. If, I
just went along with the flow. Peoplewould come and stay atmy
house, I didn't know how to tell themto leave. And will you take me
here, do this, do that forme, and I could never tell them no. But Ican
now! No! Leave!
Yeah, because I learned how to tellpeople, I mean, it was like Iwas
always giving to my friends and doingfor my friends. They helpedme
say, I'd rather be with me and my kids and onlymy kids. I need to
worry about them and I need to worry aboutme. And Fm sorry, that
you guys are my friends and that youguys are hurting.. .but this is my
family and this is, we're allwe got and we have to take care of each
other. I can't, so as far as that, yeah.
Although not so much as Hispanic participants,a few of the Non-Hispanic
parents also reported increased communication and betterrelationship with their
partners. Two women explained the changes they experienced:
I talk to him more, I'mmore sensitive, or I'm trying to be more
sensitive about his feelings. We justopen up more. Because I used to
feel like I couldn't talk to him. It wasn'tthat I was hiding things, but I
just felt like I couldn't talk to him. I didn'tfeel comfortable. And even
though I've been with thisman for seven years, Ijust never felt
comfortable. He's always intimidatedme to where I felt if I talked to
him about something that botheredme, or something I wanted to do
and he didn't like it, it would juststart a big argument and start a big
fight. A big fiasco! Butnow I open up more, I tell him how I'm feeling,
I tell him what's goingon and it's a lot better.
We used to argue all the time. I hadno patience with anybody. And we
don't argue any more. Weargue may be once in three months...1
needed to get my anger out, I hada lot of issues and going to Even Start
I was able to talk to.. .anybody I could talkto, that would allow me to
talk...Now I can listen instead of yell...we get along a lot, a lot better.Summary
Qualitative interviews with Hispanic and non-Hispanic Even Start participants
indicate that although extensive commonalities exist between thesetwo groups there
were some subtle differences that can be linked to the diverse cultural background and
experiences of these participants. Membership ina specific ethnic group and cultural
differences played an important role in their prior educational level and academic
success, their reasons for participation in the Even Start program, and the benefits they
reaped out of it.
All the participants interviewed, Hispanic as wellas non-Hispanic, indicated
poverty as the main determinant factor for educational failure when theywere
children. The experiences and implications of povertywere, however, varied for both
the groups. When asked about reasons and goals for Even Start participation Hispanic
and non-Hispanic participants indicateda need to be self-sufficient and independent,
For Hispanic participants however, achieving self-sufficiencymeant being able to
effectively acculturate into the mainstream American culture. For non-Hispanic
participants, self-sufficiency meant being able tosever the influences of past, often
disturbed lives, and gain academic and job skills.
The most important changes reported by Hispanic and non-Hispanic
participants due to their participation in the Even Start programwere changes in
literacy and life skills, personal changes suchas increased self-esteem and self-
confidence, changes in parenting behaviors, changes in their kids, and relationship
changes with friends and family. Changes reported by Hispanic participants illustratedthe cultural adaptations immigrant familiesgo through and demonstrated the role of
Even Start in facilitating smooth and successful transition of Hispanicfamilies into the
American culture.CHAPTER 5
Quantitative Results
This chapter presents the results of the latent growthcurve model used to
measure the changes experienced by Hispanic and non-Hispanic participantsdue to
Even Start participation and the differences, ifany, between these two groups in the
amount of change they experienced. In orderto determine the linear growth curves
two parameters need to be estimated, the intercept andthe slope. The intercept is
referred as the value at the start of theprocess. It reflects participants' scores on the
outcome at wave one. Hence, the intercept is often referredas the "initial level"
(Duncan, Duncan, Strycker, Li & Alpert, 1999). Theslope indicates the amount of
change from one measurement time point to the other. Theslope is the average or
expected rate of growth over time. The intercept andthe slope are also referred as
latent or unobserved variables. Measurementsat wave 1, wave 2, wave 3 and wave 4
are referred as observed variables. Figure 1 illustrates the conceptual lineargrowth
curve model with ethnicity as an explanatory factor. For thepurposes of this analysis
ethnicity is coded as 0 for Hispanic participants andI for non-Hispanic participants.
The model estimates amount of changeover time and the effect of ethnicity on the rate
of change over time.Figurel. Conceptual Linear Growth Curve Model.
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In Figure 1, the observed variables, measured at four time points,are indicated
as wave 1, wave 2, wave 3, and wave 4. This model will be estimated for each of the
five measures. At the bottom of the figureare the error terms which indicate the
measurement error at each point of measurement. The latent variables intercept and
slope are illustrated where intercept represents the initial level andslope represents
change over time. The factor loadings for the interceptsare all constrained to 1 and the
factor loadings for the slope constructsare constrained to 0, .75, 1, and 1.75. These
factor loadings indicate the time intervals between eachmeasurement. Factor loading
0 indicates the first measurement point, which is in fall for the sampleselected for thepurpose of this study. Participants were again measured in spring, which is 9 months
after the first measurement. Hence, the factor loading is set to .75. Three months later
participants were measured again and hence the factor loading is set to 1. The final
measurement was done nine months later and the factor loading is set to 1.75. It is
important to note that participants in this study may or may not have been measured at
exactly equal time intervals. Slight variations may exist in terms of when participants
were measured, but for most participants measurement intervals were at months 0, 9,
12, and 21. The factor loadings indicated above give the slope trajectorya linear form.
This model was drawn for each of the five measurement variables in AMOS graphics
version and tested for model fit and to estimate change over time and differences in
changes between Hispanic and non-Hispanic participants.
Knowledge of child development
The first model tested whether parents' knowledge of child development
increased over time and whether there are any differences between Hispanic and non-
Hispanic participants in their rate of change in knowledge of child development.
Figure 2 graphically illustrates the model. The results yielded a significant chi-square,
x2(7, N = 96) = 15.466,p < .05. However, other measures of goodness of fit indicate
that the fit was adequate. The Comparative Fit Index (CFI) = .994 and Normed Fit
Index (NFl) = .990 are acceptable. As Table 2 indicates, the initial level of knowledge
of child development is 37.87 (C. R. = 69.362;p < .001) and it increases at a rate of
847 units per year (C.R. = 5.559; p < .001). Ethnicity is important for the intercept,87
but not for the slope.Non-Hispanic participants indicatedhigher knowledge of child
development when they enteredthe program (B= 2.723; C. R. = 2.332;p <.05).
Although Non-Hispanics hada significantly higher initial level ofknowledge,
ethnicity did not havea significant effect on the rate of change.(B = .164; C. R.
.231; ns). Thus, Non-Hispanicsdid not make significantlyhigher gains in the
knowledge of child developmentthan the Hispanic populationover time.
Figure 2. Predictors ofChange in Parents' Knowledgeof Child Development.
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Table 2. Parameter Estimates for the Knowledgeof Child Development (Standard
Errors in Parenthesis; N= 96).
Parameter Estimate Unstandardized C. R
Coefficient
Initial knowledge 37.869 (0.55) 69.362
Rate of change in knowledge 1.847 (0.33) 5.559
Ethnicity-Initial knowledge 2.723 (1.17) 2.332
Ethnicity-*Rate of change in knowledge .164 (0.71) 0.231
Variance in initial knowledge 13.522 (3.73) 3.623
Variance in rate of change in knowledge 2.665 (1.98) 1.349
Covariance in initial knowledge and -4,650 (2.24) -2.074
change in knowledge
Error variance in knowledgewave 1 11.799 (3.55) 3.323
Error variance in knowledgewave 2 9.857 (1.95) 5.054
Error variance in knowledgewave 3 10.979 (3.35) 3.380
Error variance in knowledgewave 4 6.105 (2.70) 2.263
Note.' (7) = 15.466, p < .05; CFI.994; NFl = .990.
Parenting Confidence and Support
The parenting confidence and supportmeasure was administered to assess the
change in levels of confidence andsupport among Even Start participants. The model
was tested to assess the change as well as verify the influence of ethnicityon rate of
change. Figure 3 graphically illustrates the model andTable 3 presents the estimatesof the model. Model fitting indicesproducedax2(7, N = 95)11.868, p> .05,
indicating a good fit. Comparative fitindices also indicate that the results provideda
good fit. The Comparative Fit Index(CFI) = .995 and Normed Fit Index (NFl)= .989
are acceptable. As Table 3 indicates, the initial level forparenting confidence is
50.745 (C.R. = 33.444;p < .001). This is the predicted initial level of parenting
confidence and supporton the 0-6 point scale described earlier. The rate of change
represents the linear change in the parentingconfidence and support over time. The
rate of change is 4.055 (C.R.= 4.465; p < .01), indicating that the parenting
confidence and support increased 4.055units per year.
Ethnicity however, is not found to havea significant influence on the level of
parenting confidence at the initial levelor at the slope. Non-Hispanic participants had
slightly lower confidence andsupport compared to the Hispanic population initially (B
= -0.374; C.R.-0.116; ns), but this difference isnot significant. No significant
differences in rate of change in parentingconfidence are observed over time (B
2.379; C.R. = 1.232; ns).Figure 3. Predictors of Change in ParentingConfidence and Support.
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Table 3. Parameter Estimates forParenting Confidence and Support (StandardErrors
in Parenthesis N = 95).
Parameter Estimate UnstandardizedC. R.
Coefficient
Initial confidence & support 50.745 (1.52)33.444
Rate of change in confidence andsupport 4.055 (0.91)4.465
Ethnicity-Initia1 confidence and support -0.374 (3.23)-0.116
Ethnicity-*Rate of change in confidence and
support
Variance in initial confidence andsupport
Variance in rate of change in confidence and
support
Covariance in initial confidence andsupport and
rate of change in confidence and support
Error variance in confidence andsupport wave 1
Error variance in confidence andsupport wave 2
Error variance in confidence andsupport wave 3
2.379 (1.93)1.232
105.024 (28.30)3.711
31.553 (14.73)2.143
-36.244 (16.11)-2.249
88.013 (26.76)3.289
74.403 (14.64)5.083
146.568 (39.02)3.756
Error variance in confidence andsupport wave 4 16.857 (20.61)0.818
Note.x2(7)= 11.868, p> .05; CFI= .995; NFl = .989.
Figure 4 presents 10 randomly selected individualgrowth curves of change in
parenting confidence and support. The straightbold line is the latent growth curve.
The figure illustrates that there is substantialindividual variability in parenting
confidence and support over time. Forsome participants parenting confidence and92
support steadily increased over time. Others startedhigher initially, but their level of
confidence and support went down fromwave 1 to wave 2, but finally went up again
from wave 3. The heavy line in thefigure represents the overall change for the entire
set of participants. The line indicatesa linear increase in parenting confidence and
support over time for the entire sample.
Figure 4. Randomly selected IndividualGrowth Curves of Parenting Confidence and
Support.
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Depression
The third latent growth curve model tested therate of change in depression
over time and the effect of ethnicityon the rate of change. The model is illustrated in
FigureS. The results yielded anon-significantchi-square,x2(7, N = 91) = 10.841, p>
.05. Other measures of goodness of fit alsoindicate that the fit was adequate. The
Comparative Fit Index (CFI)= .992 and Normed Fit Index (NFl) = .977 are
acceptable. Table 4 indicates that the initial level ofdepression among participants93
was 17.186 (C. R. = 15.223;p <.001) and it decreases at arate of-1.016 units (C.R.
-1.263; ns) per year. However, this decreaseis not statistically significant.
Ethnicity is not found to havean impact either on the initial level of depression
or the rate of change in depression. Non-Hispanicpopulation indicated slightly lower
levels of depression initially (B= -0.280; C.R. = -0.116; ns) and also indicateda
slightly lower depressionover time (B = -1.301; C.R. = -0.758; ns). These differences
are however, not statistically significant.
Figure 5. Predictors of Change in Depression.
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Parameter Estimate UnstandardizedC. R.
Coefficient
Initial depression 17.186 (1.13)15.223
Rate of change in depression -1.016 (0.80)-1.263
Ethnicity3lnitial depression -0.280 (2.41)-0.116
Etlmicity-Rate of change in depression -1.301 (1.72)-0.758
Variance in initial depression 55.524 (16.29)3.409
Variance in rate of change in depression 15.889 (11.06)1.436
Covariance in initial depression and rate of -13.739 (10.79)-1.273
change in depression
Error variance in depressionwave 1 43.360 (15.17)2.858
Error variance in depressionwave 2 43.99 1 (9.22)4.772
Error variance in depressionwave 3 60.434 (17.51)3.452
Error variance in depressionwave 4 47.052 (18.12)2.597
Note.XL(7) = 10.841, p> .05; CFI= .992; NFl.977.
Self-Esteem
Similar to the previous models, model fourwas also analyzed under the
assumption of linear growth to verify the influenceof ethnicity on changes in self-
esteem and the overall rate of change in self-esteem. Themodel is illustrated in Figure
6. The results yielded a non-significant chi-squareindicating that the model fit the data
well(x2(7, N = 96) = 5.022, p> .05). Other fit indicesare also acceptable (CFI =95
1.000 and NFl = 0.996). The rootmean square error of approximation (RMSEA) also
indicates that the model fits exactly (RMSEA= 0.000). RMSEA represents the
discrepancy per degree of freedom for the model(Baer & Schmitz, 2000). A RMSEA
value of .05 or less suggestsa close fit of the model.
The intercept means and slopemeans are shown in Table 5. The initial level of
self-esteem was 32.269 (C.R.= 58.796; p <. 001). The significance of the slope mean
indicates that self-esteem increased .909 unitsper year among the participants (B
.909; C.R. = 2.399;p < .05) and this increase is significant. The effect of ethnicity on
the initial level of self-esteem is not significant.Table 5 indicates that initiallynon-
Hispanic participants had slightly lowerself-esteem compared to their Hispanic
counterparts. This difference however is not statistically significant(B-1.482; C.R.
-1.263; ns). The effect of ethnicityon self-esteem at the slope level was close to
achieving statistical significance. Results indicatethat non-Hispanic participants made
slightly higher gains in self-esteem than Hispanicparticipants over time (B = 1.531;
C.R. = 1.890; tp <.01). This gainwas close to significant, but not statistically
significant.Figure 6. Predictors of Change in Self-esteem.
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Table 5. Parameter Estimates forSelf-esteem (Standard Errors in Parenthesis; N96).
Parameter Estimate UnstandardizedC. R.
Coefficient
Initial self-esteem 32.269 (0.55)5 8.796
Rate of change in self-esteem 0.909 (0.38)2.399
Ethnicity-)lnitial self-esteem -1.482 (1.17)-1.263
Ethnicity-Rate of change in self-esteem 1.531 (0.81)1.890
Variance in initial self-esteem 16.543 (4.08)4.05 8
Variance in rate of change in self-esteem 4.85 1 (2.46)1.969
Covariance between initial self-esteem andrate -6.20 1 (2.64)-2.349
of change in self-esteem
Error variance in self-esteemwave 1 6.792 (3.40)2.000
Error variance in self-esteemwave 2 11.508 (2.23)5.172
Error variance in self-esteemwave 3 18.389 (5.09)3.616
Error variance in self-esteemwave 4 11.038 (4.00)2.758
Note. ( (7) = 5.022, p> .05; CFI= 1.000; NFl.996; RMSEA0.000.
Life Skills
Figure 7 indicates slight individual variabilityin the change of life skills over
time. In general, an upward trendcan be noticed, indicating increased gain in life skills
over time. The heavy line in the figure represents the overallchange for all the
participants. The rate of changecan be described as a linear increase.Figure 7. Randomly Selected IndividualGrowth Curves of Life Skills.
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The results of the latent growthcurve analysis yielded a significant chi-square
value,x2(7, N = 94)12.846, p> .05). Other fit indices also indicate that the model
fit is acceptable (CFI= 0.988 and NFl0.975). The next step in the analysis was to
test the rate of change in life skills. Figure 8 illustratesthe model. The initial score on
life skills was 8.583 (C.R.= 13.211; p <.001). The rate of change in life skills is 2.477
(C.R.4.599; p < .05). In other words, participants gained life skillsat a rate of 2.477
units each year.Figure 8. Predictors of Changein Life Skills.
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Table 6. Parameter Estimates for Life Skills(Standard Errors in Parenthesis: N= 94).
Parameter Estimate UnstandardizedC. R.
Coefficient
Initial life skills 8.583 (0.65)13.211
Rate of change in life skills 2.477 (0.54)4.599
Et1micity-Tnitia1 life skills 3.709 (1.41)2.633
Ethnicity-Rate of change in life skills 0.687 (1.17)0.588
Variance in initial life skills 13.576 (6.14)2.211
Variance in rate of change in life skills 10.349 (4.84)2.137
Covariance in initial life skills and rate of -4.727 (4.27)-1.107
change in life skills
Error variance in life skills wave 1 22.135 (6.65)3.329
Error variance in life skills wave 2 25.305 (4.61)5.489
Error variance in life skills wave 3 3 1.062 (8.82)3.520
Error variance in life skills wave 4 12.335 (7.81)1.580
Note.x2(7) = 15.53 1,p < .05; CFI = .983; NFl = .970.
As Table 6 indicates, ethnicity had significant effectson life skills at the initial
level. Non-Hispanic participants hadgreater life skills than Hispanic population at the
beginning of the program (B= 3.709; C.R. = 2.633; p < .05). However, ethnicity did
not seem to have an effect on the rate of change in life skillsover time. Non-Hispanic
participants indicate a slightly higher gain in life skills, but thisgain is not statistically
significant (B = 0.687; C. R.= 0.588; ns).101
Summary
Results of the latent growthcurve analysis indicated that for all the outcomes,
except for depression, positive growthtrajectories were found. Table 7 summarizes
the results of the quantitative analysis.Overall, participants indicated significant
increase in knowledge of childdevelopment, parenting confidence andsupport, self-
esteem, and life skills. Ethnicitywas related to initial levels of knowledge of child
development and life skills. Statisticallysignificant differences were found in the
overall initial levels of knowledge ofchild development, with non-Hispanic
participants indicating significantly higherknowledge of child development compared
to their Hispanic counterparts. Ethnicity,however, was not related to growth trajectory
for knowledge of child development.With regard to the parenting confidence and
support measure, overall theprogram led to increased confidence and support in
parenting among participants. Theprogram did not lead to different rates of change in
knowledge and support over time forHispanic and non-Hispanic participants.
Interestingly, the program did not havean effect on the depression levels of the
participants. Overall, participants indicateda slight decrease in depression levels, but
this decrease was not statisticallysignificant. No significant differences between
Hispanic and non-Hispanic participantswere observed in their initial levels of
depression or rate of change in depression.
Self-esteem also did not yield significant effectsof ethnicity on initial levelsor
rate of change. Non-Hispanic population didnot make significantly higher gains in
self-esteem over time than their Hispaniccounterparts. Finally, no significant102
differences in rates of change in lifeskills were observed. Non-Hispanicparticipants
had more life skills at the beginningof the program, but they did not make
significantly higher gains in life skillsafter being in the program.
Table 7. Summary of StatisticalResults.
Outcome Variable TrajectoryEffect of Ethnicity on
Initial levelTrajectory
Knowledge of child development * * ns
Parenting confidence and support * ns fls
Depression ns ns ns
Self-esteem * ns ns
Life skills * * ns
Note. * = statistically significant.103
CHAPTER 6
Discussion and Conclusion
The results of this study indicatethat cultural patterns and ethnic differences
between Hispanic and non-Hispanicparticipants are often subtle and difficultto
discern. Nevertheless, considerationof these subtle yet vital cultural commonalities
and differencesamong participants is essential in assuring effectiveprogram
implementation. In this research study,the voices of the Hispanic and non-Hispanic
participants are heardas they revealed their life experiences and reportedthe skills and
knowledge they acquired throughEven Start participation. The current chapter
summarizes the findings of the researchstudy by integrating the quantitative and
qualitative results and explains thesimilarities and differences between Hispanicand
non-Hispanic participants usinga life course perspective. This chapter also highlights
the limitations of the study andoffers implications for future research andpractice.
Research Question 1
Are there Differences in EducationalBackground and Life History between Hispanic
and Non-Hispanic Participants?
The interview data indicated thatpoverty was identified as the main
contributor for Hispanic and non-Hispanicparticipants' school dropout and academic
failure. Both Hispanic and non-Hispanicparticipants interviewed in this studywere
raised in poverty stricken families.Poverty, however, had differentconsequences for
Hispanic participants, whowere raised in Mexico, compared to their Americannon-104
Hispanic counterparts. Povertyrestricted Hispanic participants' abilitiesto access
schools or get quality education.On the other hand, povertyamong non-Hispanic
participants' parents often forced themto lead a nomadic life, thus creating instability
in their lives.
Hispanic participants reported thatthey came from large families where
resources had to be distributed amongmany children. Due to large family size,
children were dropped out of schooland sent to work. The emphasis Hispanic
participants' parents placedon education depended on how muchmoney they had.
Although, their parents valued education,the importance of it was overshadowedby
their need to earnmoney. Also, cultural beliefs playedan important role in Hispanic
participants' educational achievement.Education was considered less importantfor
girls than boys. Asa result, girls dropped out of school and shared theresponsibilities
of domestic work with theirparents.
Nearly half of the non-Hispanic participantsreported frequent moves fromone
place to another when theywere children, as their parents held seasonal and unstable
jobs. This created instability intheir lives and eventually led to schooldropout. Also,
parents of non-Hispanic participants enduredmental health problems, abuse, domestic
problems and health problems.Living in poverty created stresses and strainsin their
families and resulted in drug andalcohol abuse and mental health problems.This
dysfunctional environment in the familyresulted in emotional problemsamong
children, teenage pregnancy, anddrug addiction, and these factors finally ledto
academic failure and school dropoutamong non-Hispanic participants.105
These findings are illustrative of theinfluence of the social contexton the
individual's development (Bengtson& Allen, 1993). Interviews with Hispanic and
non-Hispanic participants make clearthat social context playedan important role in
their academic achievement. Forinstance, growing up ina developing country,
Hispanic participants did not haveaccess to schools. The existing social structure did
not offer avenues for low-incomeHispanic families to access and achieve quality
education. Also, the socialstructure forced poor families to havetoo many children in
order to enhance family income.Children were viewed as economicassets and as a
result were dropped out of school.Also, the social structure in Mexico encouraged
traditional gender roles where educationwas considered less important for women.
Interviews with non-Hispanic participants reflectthe social structure of low-
income families in America. Poorfamilies face desperate economic and personal
situations that they can seldomresolve. Parents face constant battle with drugs,
alcoholism, abuse, and violence andoften fail to provide good support to their
children. Seccombe (2002) states thatpoverty undermines family well-being,as poor
families are more likely to experienceviolence, hunger, poor health, stress, and abuse.
Seccombe's research on low-income childrenrevealed that poor children experience
socioemotional and behavioral problems.The educational background and life history
of non-Hispanic participants reflectsthe social structure that exists in America and
how it influences individuals'development.106
Research Ouestion 2
Do reasons for participation in theprogram differ between Hispanic and non-Hispanic
participants?
The common goal for Hispanic andnon-Hispanic participants was to achieve
independence and self-sufficiency throughthe Even Start program. For Hispanic
participants, however, achievingindependence involved acquiring the ability to
effectively acculturate to Americansociety. Participants expresseda strong desire to
learn English, as they viewed learningEnglish language as an opportunity togrow and
evolve in the United States. They wantedto learn English so they could communicate
with their children's teacher,or interact with the grocery store clerk or express their
concerns effectively to the doctor. Similar resultswere found by Buttaro and King
(2001) in their study on ESL learners.The interviews conducted on Hispanic ESL
participants by Buttaro and King revealeda strong desire among Hispanic women to
learn English. Participants in their studyemphasized the need to learn English in order
to utilize the opportunities that thiscountry offers and also for personal growth.
Another strong desire mentioned by Hispanicparticipants in the current study is to
learn to drive. They believed learningto drive would provide them freedom to do
things independently and also helpbuild social networks. With time, the goals of
Hispanic participants evolved andimproved, thereby encouraging them to take GED
classes or computer classes.
Similar to Hispanic participants non-Hispanicparticipants also placed
emphasis in achieving self-sufficiency.However, achieving self-sufficiency fornon-107
Hispanic participants involved severingthe damaging influences of their past and
troubled lives. Their primaryreason to participate in the Even Start programwas to
attain GED and thus createa better life for themselves and their families. These
findings are consistent with those of Yaffeand Williams (1998) who examined why
women chose to participate in an Even Start Family Literacyprogram operated in the
Midwestern U.S. They found that the primaryreason for parents in participating in the
Even Start program was to geta GED. In the current study, non-Hispanic participants
also expressed a strong desire to get off welfareand gain financial independence. They
believed that the Even Startprogram would assist them in attaining their educational
goals and achieving financial independence.
The above results are indicative of the heterogeneitythat exists between
families and individuals. The heterogeneityassumption of the life course perspective
assumes that behaviors of individuals and familiesvary based on race, ethnicity or
socioeconomic status. Interviews with Hispanic andnon-Hispanic participants reveal
their diverse needs and goals for participatingin the program. The emphasis placed by
Hispanic participants in learning English andncculturating to the American society
provides insight into the cultural adjustments andchallenges Hispanic families face
due to their transition into thenew society and culture.
Research Ouestion 3
Does participation in theprogram lead to different outcomes for Hispanic and non-
Hispanic participants?108
The quantitative analysis indicated that theEven Start program benefited
Hispanic and non-Hispanic participantsequally for all the outcomemeasures assessed.
Results revealed that theprogram increased knowledge of child development of the
participants. With regard to the effectsof ethnicity, Non-Hispanic participants
indicated higher knowledge of childdevelopment compared to their Hispanic
counterparts when they entered theprogram. However, there were no differences in
the rate of change in knowledge betweenHispanic and non-Hispanic population after
their participation in the Even Startprogram. The program did not favor one group
over the other in imparting parenting knowledge. Hispanicparticipants' lower
knowledge of child developmentmay be associated with the cultural differences that
exist in their parenting knowledge andpractices. For instance, cultural differencesmay
exist in how parents interact with theirchildren. In many Latino families parentsuse
authoritarian parenting practices, whichmay be interpreted as abusive and harmful in
the United States. Such cultural differencesmay have played a role in how Hispanic
participants responded to thesurvey.
The parenting confidence and supportmeasure did not indicate any effects of
ethnicity in the initial levels of parentingconfidence and support or the rate of change
in confidence and support. Participants'parenting confidence and support increased
over time, but ethnicity did not determine the amount of gainsparticipants made.
These results are consistent with the qualitativeanalysis results of this study.
Interviews with Hispanic and non-Hispanic participantsrevealed that both Hispanic
and non-Hispanic participants felt inadequateas parents when they entered the109
program. Hispanic parents' feelings of inadequacy originated from their inabilityto
speak in English and lack of social support. Non-Hispanicparticipants also reported
feelings of inadequacy as parents due to limitedsupport and due to their disturbing
and often abusive childhood experiences.
Analysis on the levels of change in depression revealed that EvenStart
program had no effect on the rate of change in levels of depression for the participants
selected for the purpose of this study. Previous studies conductedby the Oregon Even
Start evaluation team only looked at the effect of theprogram on participants entering
the program at risk for clinical depression. These studies revealedthat participants
identified as being atriskof depression at entry to Even Start consistently show
reduced levels of depression (Richards, Merrill & Sano, 2003; Richards,Sano, &
Guyer, 2002; Richards, Sano, & Corson, 2001; Richards, Pamulapati,Corson, &
Merrill, 2000). Restricting the analysis onlyto clinically depressed individuals may
have resulted in significant results, but this would have further reducedthe sample size
for this study. Hence, this approachwas not used.
Results of the analysis on self-esteemmeasure indicated that increased self-
esteem for participants was associated with Even Start participation. Therewere no
initial differences between Hispanic and non-Hispanic participantsin their self-
esteem. The analysis on rates of change in self-esteem revealed that Non-Hispanic
participants made slightly higher gains in self-esteem. However, this differencewas
not statistically significant.110
In general an upward trendwas noticed in the life skills outcome measure
among participants over time. Overall, participants indicated significantgains in life
skills after being in the Even Startprogram. Similar to the other outcomes examined in
this study, life skills outcomemeasure also did not show any effect of ethnicity on the
gains made in life skills. At the beginning of theprogram Non-Hispanic participants
indicated significantly greater life skills than the Hispanicparticipants. However, non-
Hispanic participants did not makegreater gains than Hispanic counterparts after
being in the program. The possible explanationfor lower life skills among Hispanic
participants is their immigrant status. Asrecent immigrants to the United States many
Hispanic participants may have lackedawareness of the existing community resources
and also may have had limited skills in using theseresources. The qualitative
interviews indicate that limited English language skillsrestricted Hispanic participants
ability to talk to their children's teacheror write a resume. Hence, it is of no surprise
that Hispanic participants scored loweron the life skills measure in comparison to
their non-Hispanic counterparts.
The quantitative results of this study demonstrate that the EvenStart program
seemed to benefit both Hispanic and non-Hispanic participantsequally. Several factors
may play a role in these positive outcomes. One factormay be the nature and
characteristics of the intervention materials. Even Start curriculumis designed to meet
the diverse needs of the participants. Parentsare offered books and resources in both
Spanish and English making themeasy to read and understand by Hispanic
participants. Another contributing factormay be an opportunity to interact with otherill
participants with similar backgroundand experiences. Hispanic participantshave the
opportunity to interact with otherHispanic families, for example, in ESLclasses, and
share their concerns and issuesas recent immigrants. This may facilitate reciprocal
learning and teachingamong participants. Similar opportunitiesare provided to non-
Hispanic participantsas well, thus facilitating positive changes in bothgroups. Also,
the Even Startprogram staff may have a role to play in bringingout positive changes
between Hispanic and non-Hispanicparticipants as well. Even Start Programstaff are
usually bilingual andare trained to be sensitive to the diverse needsof the participants.
Also, Even Start staff conductregular home visits, which gives theman opportunity to
closely examine the familystructure and cultural variations and providelearning
opportunities that are sensitiveto these differences.
The qualitative interviews revealedthat the most important changes attributed
to Even Start participation by Hispanicand non-Hispanic participantswere changes in
literacy and life skills, personalchanges such as increased self-esteem andself-
confidence, changes in parenting behaviors,changes in their kids, and relationship
changes with friends and family.Subtle yet vital differences existed betweenHispanic
and non-Hispanic parentsreports of the benefits of the Even Startprogram.
Interviews with Hispanic participantsillustrated the cultural adaptations
immigrant families go through andthe role of Even Start in facilitating smoothand
successful transitions of these familiesinto the American culture. Hispanicparents
indicated an increase in their Englishlanguage ability after being in the Even Start
program. They saw learning the English languageas an opportunity to adjust and112
evolve in the American society. The ESLcomponent of the Even Start program
enabled the Hispanic participants succeed inlearning English. ESL classesare less
intimidating to bilingual participantsas they interact with other Hispanic participants
with similar skills, knowledge and background.Similar observations were documented
by Buttaro and King (2001) who found thatparticipants in ESL programs showed
improvements in English language abilityas they faced fewer deterring factors such as
fear of speaking, fear of ridicule, lack of childcare, or classes being too difficult.
Non-Hispanic participants also reported considerableimprovement in their
academic skills. Some participants reportedachieving their GED while others were
close to attaining their GED. Participants also reportedacquiring relevant job skills
after being in the Even Startprogram.
The most notable personal changes reported by Hispanicand non-Hispanic
mothers were a sense of self-sufficiency and self-esteem.Increased literacy, job skills,
and support offered by Even Start teachersand colleagues promoted a sense of self-
esteem and confidence among both Hispanic and non-Hispanicparticipants. Ability to
communicate in English helped Hispanic participantsincrease their self-esteem.
Participants' confidence improved, thereby allowingthem to set higher goals for
themselves and their family. A study conductedby Roth, Jennings, and Stowell (1997)
found that the Even Startprogram promoted family literacy not only in the narrow
technical sense of reading and writing skills butalso in the broader sense of political
and social empowerment. Participants in their studyalso reported a growing sense of113
self-respect, regenerated self-esteem,self-confidence, speaking up, involvement and
governance.
Like all parents, Even Startparents also faced significant challenges in raising
their children and being effectiveparents. Prior to Even Start both Hispanic andnon-
Hispanic mothers reported using controllingdisciplinary techniques and feeling
insecure about their parenting abilities.Hispanic and non-Hispanic mothers noted
significant changes in their interactions withtheir children, which they attributed to
their involvement in parenting classes andtheir improvement in academic and literacy
skills. Parents reported reading to theirchildren every day, and also designing and
being involved in creative learning activities.Also, parents reported adopting
disciplinary strategies that included lessphysical or verbal disapproval and increased
communication. These resultsare consistent with the findings of DeBruin-Parecki,
Paris, and Siedenburg (1997) who foundthat parents in the Even Start program felt
they had benefited from theprogram as their involvement in literacy activities
increased over time. Seaman and Yoo(2001) also found that parents were able to
become more involved in their children'seducation and had more confidence in
helping their children in learning activities.
Both Hispanic and non-Hispanic participantsattributed literacy and behavioral
changes in their children to Even Startprogram participation. For Hispanic children
Even Start program actedas a bridge between the home and school environments.
Even Start set the stage for Hispanic andnon-Hispanic children to prepare for the
formal school environment. Parents reportedincreased literacy skills, confidence, and114
self-esteem, increased obedience, bettersocial control, and improved social
relationships among their children.
With regard to relationship changes with friendsand family members,
Hispanic parents attributed less isolation andincreased support to their Even Start
participation. Participation in the Even Starthelped these immigrant families establish
social networks, share their experiences withother immigrants and gain support. Also,
Hispanic participants reported positive changesin their relationships with their
partners. Hispanic participants' ability to speak inEnglish and do things on theirown
reduced the stresses and strains in the family,promoted less dependency on their
partners and encouraged better relationships.
Non-Hispanic participants emphasized their abilityto establish better
relationships due to their Even Start participation.Participants severed the
relationships that had negative influenceson their family and built more trustful and
healthy relationships. Also, similarto Hispanic participants, non-Hispanic participants
also reported increased communicationand better relationships with partners. The
communication skills parents gained in the parentingclasses transferred to the home
environment and thus had a ripple effecton other relationships (Merrill, 2001).
The changes reported by Hispanic and non-Hispanicparticipants illustrate the
effect of transitions on people's lives. Accordingto the life course perspective, the
transitions people experiencemay have immediate and long lasting consequences on
an individual's development. This study illustrates that Hispanic participants'
transition into the new society and culture hadimmediate impact on their lives. This115
transition forced them to acquirenew skills, adjust to the new society and culture, and
thus modify their life paths. Although the transitionsexperienced by non-Hispanic
participants are less dramatic, theytoo had lasting impact on their development. The
transitions they experienced, suchas getting rid of past harmful relationships and
obtaining new skills may redirect their life paths.
From the life course perspective, not only understandingthe effects of
transitions is important but also it is crucialto understand the timing of these
transitions and their effectson an individual's development. Timing refers to
historical time, generational time,or simply to the chronological age of an individual.
Non-Hispanic mothers interviewed in this study becamemothers at a very young age.
This had a crucial role to play in their beliefsand perceptions of parenting. Many of
the non-Hispanic mothers stated that they feltuninformed or lacked knowledge of
good parenting. Results of this study also illustrate thathistorical time, in other words,
geopolitical and economic events also playa role in an individual's life. The recent
influx of immigrant populations, especially therapid growth of Hispanics in the U.S.,
has increased their involvement inprograms like Even Start. In addition, the tough
rules and regulations of the current welfare policyrestrict non-Hispanics ability to
participate in lengthy educationalprograms. These social and political events may
have resulted in greater involvement of Hispanicparticipants in the Even Start
program than the non-Hispanic participants. The current study had largersample of
Hispanic participants than the non-Hispanicgroup, which illustrates the social and
political shift in who receives services. Thesemacro social events may play a vital role116
in non-Hispanic familiescurrent and future well-being. Current welfare policyrules
and regulations do not adequatelyaddress the psychological and emotionalstresses
and strains low-income familiesendure and this may have detrimental effectson these
families' current as wellas future well-being.
Limitations
The small sample size, particularly forthe non-Hispanic population, isa
limitation of this study. The sample sizefor the non-Hispanic populationwas only 21,
and it is possible that outcome differencesbetween Hispanics and non-Hispanics
might have been identified ina larger sample. This, however, is a challenge commonly
faced by many longitudinal studies.My qualitative analysis allows for in-depth
comparisons between the two populations thatis not possible with the more limited
quantitative analyses.
The sample in the quantitative studymay also over represent Even Start
participants who weremore committed to the program. In the past two years, the
typical Even Start participantsstayed in the program for approximately 13-18 months.
Only 3 0-40% of participantsstay in the program longer thana program year. The
sample selected for thepurpose of this study included participants whowere in the
program for a period of at least 21 months. Thus, participantswho drop out of the
program within a year may be different from the participantsselected for this study.
Hence, the results of this analysismay not be generalized to the participants who leave
the program earlier.117
In addition to the sampling problems,the study has limitations with respect to
the measurement approaches used.The quantitative outcomemeasures used in this
study are not tested for their culturalsensitivity. The tests have not been standardized
on Hispanic population and thismay have yielded biased results.
The qualitative interview protocol used forthis study is also not tested for
cultural sensitivity or appropriateness.Another limitation with the qualitative
interview protocol is theuse of multiple interviewers for data collection. The quality
of the data obtainedmay have depended on the interviewing styles of the interviewers.
However, most Even Start participantswere eager and enthusiastic to share their
experiences and give their feedbackon the Even Start program. As a result, having
multiple interviewers may have had limitedimpact on the responses of the
participants.
Implications and Recommendations
In light of the findings of this studyon the similarities and differences between
Hispanic and non-Hispanic Even Start participantsseveral recommendations may be
made for program staff and other familyliteracy researchers.
Imjlications for Program Staff
This research study indicates that both Hispanicand non-Hispanic participants
are receiving needed information and gaining considerablebenefits from the Even
Start Family Literacy program. Althoughthe program is offering equal benefits to
Hispanic and non-Hispanic participants,the study reemphasizes the need to design and
implement programs that are in line with thecultural changes and life transitions118
participants experience. Most Hispanic participantsin this study are recent
immigrants. The issues and challengesthey face as recent immigrantsmay change as
they adjust and accommodate in the Americansociety. Program staff should not only
take participants' current social and economiccontexts into consideration, but must
also provide strategies and skills toparticipants that help them cope with their lives in
the future. Adult learning theorypurports that program staff need to treat adultsas
individuals with complex individual histories,cultures, responsibilities, needs, and
goals (Haverson, 1991; Knowles, 1975;McGoldrick, Giordano & Pearce, 1996).
Program staff need to makesure the curriculum lives up to the goals and expectations
of the participants and persistentlytakes into account the social and cultural reality of
the participants.
Implications for Researchers
In family literacy research limited focushas been placed on the issues of race,
ethnicity, and culture. There havenot been many efforts by researchers to understand
the connection between ethnicity and its'impact on the success of family literacy
programs. Studies need to be conducted that examine how ethnic minorityfamilies use
literacy at home, and how the approachesthey use are distinct from the mainstream
American culture. Also, research needsto be conducted that explore the parenting
practices of family literacy participants closelyand examine how ethnic minority
families transfer the concepts they learninto the home environment. Elish-Piper
(1996)'s study is one study that examinedfour ethnically diverse low-income families
enrolled in a family literacyprogram. She found that the purposes of literacy and thetI
frequency of use of literacy activities variedamong and within families, depending on
their lives and needs at the specific time. Shesuggests that more research needs to be
conducted that provides insight about the impact of social-contextualissues on the
outcomes of family literacy programs.
Another issue with family literacy research is the wideuse of anecdotal reports
to validate the effect of family literacyprograms. Most of the family literacy research
uses informal, anecdotal information collected by program administrators and staffto
show the effectiveness of theprogram. This information may be misinterpreted,
ignored or sometimes exaggerated, thus hinderingus from understanding the true
effects of the family literacy programs. Rigorous, scientifically basedresearch studies
need to be conducted in the futureon family literacy programs. Hannon (1999) states
that family literacy programsare driven by rhetoric than research. He suggests that
practice and policy needs to be informed by research and researchersare responsible,
if not solely, to develop sound policy and practice. The mixed-method,longitudinal
approach used by my study strengthens the existing family literacy literature. It helps
make a strong argument that family literacyprograms are effective in bringing
positive changes and improve families' well-being.120
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Appendix A
About Children
Here are some ideas about childrenand their development. Afteryou read each item, decide whether
you AGREE, DISAGREE, or are NOT SURE.
Agree Not Disagree
Sure I. Paying attention to babies wheneverthey cry will spoil them. El El El
2. It is normal for a two-year-oldto refuse to do what a parentsays. El El El
3. A mild to moderate hearing lossdoes not affect the wayyoung El El 0 children learn language.
4. A good way to teachyour child not to hit is to hit back.
El El El
5. Most two year olds know the differencebetween make-believe and true El El El stories.
6. Most children are ready to be toilettrained by one year of age. El U U
7. Some normal children do not enjoybeing cuddled. 0 U U
8. If you punish your child for doingsomething wrong, it's okay to give El El El the child a piece of candy to stopcrying.
9. It really doesn't make muchsense to talk to babies before they 0 0 El understand the meaning of words.
10. For sake of safety, babies shouldbe discouraged from crawling in the U U U home.
111. Playing is simplya way of passing time for children and does not help El El El their learning abilities.
12. Children do not need tosee a dentist until they get their permanent El El El teeth.
13. By the age of 3 children shouldeasily be able to share their toys with [] El El others.
14. A 5-year-old who wets the bed isjust being lazy.
El El El
15. Normal children never cheator tell lies.
El El El
16. A baby is not hurt by being left ina crib for most of the day. El El El128
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Appendix B
Parenting Ladder
6 High
5
4
)W
Where would you put yourselfon the Parenting Ladder in terms of:
Your knowledge of how childrengrow and develop?
Your confidence that you know what is rightfor your child?
Your ability to create a safe home foryour child?
Your success in teaching your child how to behave?
Your skill at finding fun activities that interestyour child?
The amount of stress in your life right now?
Your ability to cope with the stress inyour life?
Parenting is often smoother when othersare there to help. Where would
you put yourself on the Parenting Ladder in terms of:
Other parents for you to talk to?
Someone to help you in an emergency?
Someone to offer helpful advice or moral support?
Someone for you to relax with?
Professional people to talk to when you havea question
about your child?
Your overall satisfaction with the amount ofsupport in your life?129
Appendix C
Feelings About How Thingsare Going
For each of the followingstatements, check the box that best describesHOW OFTEN
YOU HAVE FELT THIS WAYDURING THE PAST WEEK.
Rarely or A little A moderate Most or
none of of the amount of all of
the time time time the time
I.I was bothered by things that don't usuallybother me. Li Li Li
2.I did not feel like eating;my appetite was poor. Li Li Li Li
3. 1 felt that I could not shake the blueseven with help 0 Li Li Li from my family or friends.
4.1 felt that I was just as goodas other people. LI 0 LI Li
5. I had trouble keepingmy mind on what I was doing. Li Li Li Li
6. 1 felt depressed. o Li Li Li
7. I felt that everything I didwas an effort.
Li Li Li LI
8.I felt hopeful about the future.
LI Li LI Li
9. I thought my life had beena failure. 0 LI Li Li
lO.lfelt fearfuL 0 Li LI 0
11. My sleep was restless.
Li Li Li Li
12. 1 was happy.
Li Li Li Li
13.Italked less than usual.
Li Li Li Li
I4.lfeltlonely.
Li 0 0 Li
15. People were unfriendly.
Li Li LI Li
l6.Ienjoyed life.
Li Li Li Li
17. I had crying spells.
Li LI Li Li
18. 1 felt sad.
Li Li Li Li
19. I felt that people dislikedme. Li Li Li Li
20. I could not "get going".
Li Li Li Li130
Appendix D
Feelings About Yourself
Here are some other ways people describe themselves. hidicatethe extent to which
you agree with the following items:
I.I feel that I'm a person of worth, at least on an equal
basis with others.
2. 1 feel that I have a number of good qualities.
3All in all, I am inclined to feel that I am a failure.
4.1 am able to do things as well as most other people.
5.1 feel I do not have much to be proud of.
6. I take a positive attitude toward myself.
7. On the whole, I am satisfied with myself.
S. I wish I could have more respect for myself.
9. I certainly feel useless at times.
10. At times I think I am no good at all.
StronglySomewhat
Agree Agree
Somewhat Strongly
Disagree Disagree
E
0 0
0 LI 0
LI LI LI LI
LI 0 0 0
LI 0 LI 0
ED LI 0 LI
U U 0 U
LI El LI LI131
Appendix E
Life Skills Assessment
Do you have: YesNo, but I
would like to.
Don't need it
1. An Oregon driver's license
2. Car insurance
3. Car registration
4. An Oregon Health Plan card
5. Afirstaidcard
6. A voter registration card
7. A local library card
8. A checking account
9. Abuspass
10. A food handler's card
Do you know how to:
11. Organize your bills
12. Write a personal check
13. Make a family budget
14. Stretch your groceries to the end of the month
15. Develop a good credit history
16. Apply for a credit card
17. Prepare a well-balanced meal foryour family
18. Get a telephone
19. Work with your landlord to improve housing
20. Register a consumer complaint
21. Talk to your child's teacher
22. Fill out forms to apply for services
23. Apply for a job
24. Write a resume
25. Dress forajob
26. Join a local club or organization
27. Create a personal support system132
Appendix F
Participant Interview Protocol
Even Start, 1997
I am part of a team that is evaluatingthe Even Start Programs in Oregon and I would
like to ask yousome questions about your experiences in theprogram. Your
information will help us find out whatparts of the program seem to work well, and
what parts need to be improvedor changed. We are also interested in understanding
more about the families who choose to participate in EvenStart. Doing this interview
is voluntary, and ifyou do not want to answer any or all questionsyou do not have to.
If you choose not to participate, itwill not affect the servicesyou and your family
receive from Even Start. The informationyou give to me in the interview will be kept
private and confidential. Yourname will not be used on any reports, and your
responses will be combined with others to provide summariesof the program. Do you
have any questions beforewe start?
1.First, tell me a little bit aboutyour family. How many children do you have, and
what are their ages? Whichones are participating in Even Start? Are there other
family members that participate inEven Start, on a regular basis, or for special
events?
2. When did you first start comingto Even Start? (probe: How old wasyour child?)
3. Have there beenany changes in your family since you started Even Start?
Have you moved? (Ifyes, ask why)
Are there any new family members?
Are there any changes in who lives in thehouse?
Has anyone changed jobs,or started a new job?
Has anyone lost a job,or reduced the number of hours working?
Have there been any other important familychanges that you can think of?
4.I'd like to know howyou came to be in a program like Even Start. How didyou
first hear about it? What madeyou decide to start participating?
When you first came to Even Start, whatwere your goals? Do you have the same
goals now, or have they changed?133
6.Did you have any formal schoolingwhen you were a child? Whatwere your
school experiences like? How didschool work for you? Can you tellme a story
about a school experienceyou remember really well? (If the interviewee has
trouble with this try asking fora story about something really good that happened
to them in school, and a story about somethingnot so good that happened to them
in school.)
7. How far did you go in school? Didyou get a high school diploma or GED? (If
no), What preventedyou from completing high school?
8.Did other members ofyour family complete high school? Your parents, brothers,
sisters, or other relatives?
9. Some families think school is reallyimportant, and other families think other
things are more important. In what kindof family did you grow up?
10. Adult education isa big part of Even Start, and most parents work really hard to
learn new things. What adult educationactivities are you participating in? What
parts do you enjoy most? Why? What parts doyou find the hardest? Why?
11. One of the services thatmost Even Start programs provide is help with parenting.
Before you first started Even Start, what kindof a parent were you? How would
you describe your parenting before youcame to Even Start?
12. What about now? Hasyour participation in Even Start led to any changes in the
way you do things as a parent?
Has it changed the types of activitiesyou do with your children?
Has it changed anything inyour relationship with your children?
Has it changed the wayyou think about the future for your children?
13. Has your participation in Even Startled to any other changes in theway you do
things at home?
Has it changed anything inyour relationship with your spouse or partner?
What about changes with others inyour lifefriends, or other family
members?
Has it changed the wayyou think about the future? How?
13. How has Even Start worked foryour child? In what sort of educational program
does your child participate? How does he/shelike it?
14. What opportunities haveyou had to do things with your child in his/her
classroom? How has that worked foryou, and how has that worked for your
child?134
15. Even Start is a demandingprogram and asks parents and children to spend a lot of
time at school each week. Sometimes that isreally hard for families. What parts
of Even Start have encouragedyou to keep participating?
16. Finally, I have somesummary questions about your experiences with Even Start.
What, if any, are the most importantways that Even Start has helped you
as an individual?
What, if any, are the most importantways that Even Start has helped your
child(ren)?
What, if any, are the most importantways that Even Start has helped the
rest of your family?
17. Is there anything that you think needsto be changed to make Even Start a better or
stronger program?
18. Is there anything thatwe missed, or that you would like to say about the program?